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This study investigated the impact of the School-Home Partnership Model at
Metter Intermediate School, a small rural school in southeast Georgia. The subjects of
this study were parents, students, and teachers of the school. In particular, this study
in\'estigated the impact of the School-Home Partnership Model on ''at-risk" students. For
the purpose of this study the term "at-risk" student is defined to mean a student identified
as being below grade level in reading and/or math based on the guidelines of Georgia's
Early Intervention Program (EIP). The term "at-risk" student as used in this study also
means a student identified as a special education student according to the Individuals
with Disabilities Education Act (IDEA). Quantitative methods and interviews were used
to collect and analyze data. These methods consisted of document analysis, surveys, and
inter\'iews.
The investigation results show that parents, students, and teachers had very
positive attitudes toward the school. Extensive communication strategies were utilized

bet\\·een the home and school. Children's attendance in school improved, while the
number of discipline referrals to the school office increased for "at-risk" students.
Quantitative data based on Criterion-Referenced Competency Tests (CRCT) showed
limited changes. Report card grades showed improvements in grades for "'at-risk"
students in reading, math, and spelling. Parents of both non "'at-risk" and "at-risk"
students overwhelming believed they could better assist their children learn if teachers
pro\'ided more ideas of ways they could help their children at home.
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CHAPTER I
INTRODUCTION
Parent involvement has many positive educational outcomes because the family
regardless of its composition, economic standing, and educational background is the
child's first and most important teacher. Davies (1991) identifies three themes of parent
involvement: ( 1) successful schooling for students through impact on achievement,
attendance, and behavior in school; (2) optimal development of the students in emotional,
social and cognitive domains; and (3) shared responsibility for education between the
home and the school.
The themes identified by Davies (1991) are evident in many reform initiatives
including constructivist learning, charter schools, school choice, site-based management,
parent involvement in individual education plans (IEP's) for students staffed into special
education, school councils that include parents and other community members, and
service integration initiatives such as Georgia's Family Connection. The term "Family
Connection" refers to a nonprofit, public/private partnership created by the State of
Georgia to improve the lives of Georgia's children, families and communities (Family
Connection Partnership, n.d.). Connecting with families is instrumental in the
establishment of a supportive school setting that can provide relevant, meaningful
learning opportunities.
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Epstein, Coates, Salinas, Sanders, and Simon ( 1997) identi tied six types of parent
inrnlvement necessary for positive home-school relations: ( 1) basic parent
responsibilities which include child safety and health, discipline, supervision, and
learning at home; (2) responsibility of schools to communicate with parents; (3) parent
involvement at school such as serving as volunteers and attending PTO-type activities;
(4) parent involvement in specialized learning activities at home; (5) parent involvement
in school governance and decisions; (6) participation in collaborative efforts between the
school and the community in order to strengthen effectiveness of the school and the
family. According to these writers, the challenge is to successfully establish homeschool activities that are inclusive of all families.
Blendinger and Jones (2003) reduced the Epstein, et al. ( 1997) model to three key
components: communicating with parents, enabling parents to help their children with
learning activities at home, and encouraging parents to participate at school. These three
components in addition to the commitment of time, resources, and a strong belief in the
importance of involving families are important because they affect student achievement,
attitudes, and behavior.
Parent involvement theorists like Davies (2001 ), Epstein, et al. ( 1997) and
Blendinger and Jones (2003) inspired this researcher to develop a school-home
partnership model for a rural school in Georgia. The model was developed and
implemented in 2001.
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Statement of the Problem
Approximately three years ago, Metter Intermediate School administrators
created a School-Home Partnership Model for the purpose of increasing the involvement
of families in their children's education in order to improve academic achievement and
behavior. The problem, however, was that school officials did not know if the
partnership model that was created increased parent involvement, improved students'
academic success, or promoted appropriate student behavior.
Metter Intermediate School, a small rural school in southeast Georgia with an
enrollment of two hundred eighty students in grades four and five, served an
economically depressed population. The racial composition of the school was fifty
percent white (non Hispanic), thirty-eight percent Black, ten percent Hispanic, and two
percent classified as "'other". Approximately thirty-seven percent of the students were in
the Early Intervention Program. This meant that this population was below grade level
performance in reading and/or math. Ten percent of the students were identified as
special education students and seven percent were identified as gifted. During the 20012002 school year, seventy-six percent of the students were eligible for free and reduced

meals.
This study investigated the impact of the School-Home Partnership Model created
for Metter Intem1ediate School and used from fall 2001 to spring 2004 in relation to nine
specific items:
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1. Student scores on the Georgia Criterion-Referenced Tests (Georgia
Depart~ent of Education, 1999).

2. Student grades on report cards in four key academic areas: English, reading,
spelling, and mathematics.
3. Student daily attendance at school.
4. Student behavior in relation to discipline referrals to the school office.
5. Parent and staff participation in parent-teacher meetings.
6. Parent participation in school activities and events.
7. Student perceptions of the school.
8. Teacher perceptions of the school.
9. Parent perceptions of the school.
The investigation also examined the impact of the School-Home Partnership
Model on "'at-risk" students in particular. For the purpose of this study the term "at-risk"
student was defined to mean a student identified as below grade level in reading and/or
math based on the guidelines of Georgia's Early Intervention Program (EIP). The term

"'at-risk" student was used in this study also meant a student identified as a special
education student according to the Individuals with Disabilities Education Act (IDEA).
An "'at-risk" student was generally a student who was in danger of not completing his or
her education with an adequate level of skills. Common risk factors were grade
retention, low achievement, behavior problems, low socioeconomic status, and poor
attendance (Slavin, 1989).
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Justification for the Study
Although researchers and practitioners agree that family involvement holds
substantial potential for improving the education of students (Edwards, 1999; Blendinger
& Jones, 2003; Epstein, 1995; Swap, 1993), establishing home-school connections is
difficult. This study was important because it provided insight into practical ways to
establish home-school connections. Although over thirty years of research (Henderson
and Berla, 1994) indicates the importance of family involvement in children's education,
implementation of effective programs is dismal (Watkins, 1997). The development of
practical, effective models for family involvement holds much promise for improving
teaching and learning, but have yet to be developed.
Challenges and barriers exist that must be overcome if parents and families are to
become full partners in the education of their children. An increasingly diverse
population results in greater differences in language, values, and beliefs between families
and schools (Riehl, 2000). This complicates communication and understanding at a time

when schools are facing increasing pressure to educate all children to their fullest
potential. Economic reality that leads to more mothers and other significant caregivers
joining the work force results in less time for meeting with school personnel (Heymann
& Earle, 2000). Parents in lower-paying jobs often lack job benefits that allow release of
time from work in order to attend activities at schools. An additional challenge is to
prevent continuing cycles of school failure and limited family involvement with
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schools. Barriers created by parents' negative experiences with school when they were
students can result in decreased contact between the home and school. Appropriate
intervening processes are needed to prevent intergenerational parallelism (Kaplan, Liu,
Kaplan, 2000).

Research Design
This investigation was a study focusing on the impact of a School-Home
Partnership Model at Metter Intermediate School. In an effort to increase the
involvement of families in their children's education, Metter Intermediate School
administrators developed the School-Home Partnership Model. The model was based
primarily on Reaching Out to Families (Blendinger & Jones, 2003) and Epstein's (1995)
descriptions of overlapping spheres of influence. The assumptions of the model were: ( l)
establishment of mutual respect and trust among the home, school, and community
enables the collaboration which leads to school and student improvement; (2) combined
resources of the home, school, and community complement each other and increase the
opportunities for school and student success; and (3) school staff have primary
responsibility for setting the tone for positive, on-going connections with the home and
community.
According to the model, effective communication can be established by a variety
of steps. The first step involves making parents and community members feel welcome
in the school. A warm, inviting, family-like atmosphere that includes many opportunities
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for parents, community, students, and teachers to become acquainted with each other is
critical. A spirit ofrespect and cooperation should be evident when responding to
problems, concerns, and requests. Communication with parents about student
assignments, student progress, and ways to help with academics should be shared through
such methods as parent-teacher conferences, monthly newsletters, electronic mail, folders
of work for parent review, individual notes, phone calls, written comments in student
agendas or homework notebook, parent meetings, and school visitation.
Collaboration with the community enhances and expands the school program.
Mutual cooperation increases pertinent information to families about community events
and services, utilizes school and community members to provide knowledge and
inf01mation to each other, strengthens school and business partnerships, and provides
opportunities for students to serve their community. Partnership efforts are strengthened
as good news about collaborative projects and events are shared with the community.
An integral part of the School-Home Partnership Model was parent education
through varied planned contacts. The planned activities should be based upon the
particular needs and interests of the parents. The school staff can greatly enhance parent
leadership efforts through support of the Parent Teacher Organization (PTO), their
meetings, and planned student performances. Besides providing incentive for parents to
attend PTO meetings, students are benefited by having opportunities to perform for an
audience.
The establishment of mutual respect and trust enables the participation of parents
and community members in school decision-making and advocacy. An essential part of
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this effort is to keep parents and the community informed about meetings of the board of
education, school council, and the Parent Teacher Organization (PTO). Such outreach
efforts as mailing school newsletters to board of education members and school council
members help to set a tone of sharing and cooperation.
The School-Home Partnership Model was designed to encourage and solicit
family and community members to donate their time, talents, and resources to support the
school program. Ways to be involved included, for example, assistance with office
duties, mentoring, and assisting with units of study through providing instructional
support, participation in school events such as Book Fairs and field trips.
The focus of the School-Home Partnership Model was to provide multiple
opportunities for students, parents, and teachers to work together for the improvement of
student and school success. These varied opportunities for all constituents to participate,
serve, grow, and learn is instrumental to school reform.
For this study of the School-Home Partnership Model quantitative methods and
interviews were used. Subjects included the students, parents of the students, and
teachers in Metter Intermediate School, a small rural elementary school in Georgia.
Document analysis was accomplished by reviewing student report card grades,
standardized test scores, behavioral referrals to the school office, student attendance in
school, and parent participation records. Parents of students, students, and teachers
completed school perception surveys that contained both closed-ended statements and
open-ended questions. Structured interviews were conducted with teachers in the school.
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This study also investigated the impact of the School-Home Partnership Model on
"at-risk" students in particular. For the purpose of this study the term ··at-risk" student
\Vas defined to mean a student identified as being below grade level in reading and/or
math based on the guidelines of Georgia's Early Intervention Program (EIP). The term
'"at-risk" student as used in this study also meant a student identified as a special
education student according to the Individuals with Disabilities Education Act (IDEA).

Other Pertinent Information
Chapter II of this document addresses a selected review of literature related to
parent involvement. Chapter III presents the research design with particular emphasis on
data collection and analysis procedures. The study's findings are reported and discussed
in Chapter IV. Chapter V presents a summary of the findings, conclusions, limitations,
and recommendations.
Readers of this study should note that terms are defined in the text as they occur
when special clarification is required.

CHAPTER II
REVIEW OF LITERATURE
This study focused on the impact of a School-Home Partnership Model at a small,
rural elementary school in Georgia. Essential involvement concepts developed by
Blendinger and Jones (2003) and Epstein's (1995) hypothesis of overlapping spheres of
influence were the basis for the model used in this study.
The purpose of the model was to increase the involvement of families in their
children's education. The assumptions of the model are: (a) establishment of mutual
respect and trust among the home, school, and community enables the collaboration
which leads to school and student improvement; (b) combined resources of the home,
school, and community complement each other and increase the opportunities for school
and student success; and (c) school staff have primary responsibility for setting the tone
for positive, on-going connections with the home and community.
Chapter II presents a review of relevant literature in four sections: (a) conceptual
frameworks, (b) parent involvement strategies, (c) school reform initiatives, and (d)
summary of related literature. Information about school reform initiatives is included
because of the researcher's emphasis on practical applications of home, school, and
community partnerships.
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Conceptual Frameworks
Gordon, Epstein, Blendinger, and Jones are four theorists in the area of parent
involvement whose works will be addressed in this section. According to Davies (2001 ),
involving parents in their children's education is critical if school reform is to result in
students' increased academic success and social development.
Gordon's theories (Gordon & Breivogel, 1976) about involving parents in their
children's education have been a major influence in promoting positive home-school
relations. In his earliest works, Gordon focused on improving the home learning
environments by using paraprofessionals as home visitors. Later, he expanded his earlier
focus by developing broad-based, comprehensive programs. Gordon theorized numerous
roles for parents such as parents as teachers of their own child, as paraprofessionals, as
decision-makers, as adult learners, as an audience at school events, and as volunteers in
classrooms or the school library. Gordon emphasized parent involvement programs that
are responsive to parents and encourage participatory democratic ideals. He believed
programs should be designed to change parents' behavior and the behavior of the
organizations with which the parent interacts (Olmsted, Rubin, True, & Revicki, 1980).
In addition to emphasizing a comprehensive approach to parental involvement,
Gordon addressed the limitations of what he called the deficit model of parent
involvement. According to the deficit model, some environments need repair because
they lack adequate stimulation for children. Gordon viewed the deficit model as over
simplifying the home environment. Instead of viewing the home in deficit terms, he
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encouraged recognition that the home environment influences and is, in tum, influenced
by community agencies such as schools, neighborhood centers, and businesses.
In the early l 990's, Epstein ( 1992) conceptualized four distinct ways of
approaching the relationship between the school and the home: separate, sequenced,
embedded, or overlapped. She believed that each of the four ways presented special
challenges for school leaders. The separate influence is characterized by clear boundaries
and contributions between families and schools. From this perspective, little contact
exists between the home and the school.
The sequenced perspective is a variation of this theme. It includes critical stages
when teachers and parents, at various points in time, contribute to the development and
education of children. The sequenced perspective includes early childhood as the parents'
domain, and school-aged children as the school's domain. As children progress to young
adulthood they become more responsible for their own education. Epstein further
contends these two perspectives have diminished as more children at younger ages are
placed in daycare situations and parents become unwilling to have limited influence on
their children's learning.
The embedded perspective focuses on the child's unique characteristics as the
center of a micro-system. In this role, the child interacts with the home, church, and other
various organizations. In tum, the child is influenced by and influences his environments
as he encounters the interconnectedness of numerous variables in the environment. This
interconnectedness is important and critical to the child's development.
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The overlapping perspective is characterized by family and school relationships
that influence the development of children. Specific practices, such as communication
strategies between the home and school through newsletters and parent-teacher
conferences, affect the overlapping spheres of influence of home and school. The amount
of overlap is affected by such factors as the characteristics of families, the history and
culture of the school, and the grade levels of children.
In the later 1990's, Epstein (1995) focused more on the overlapping aspects of her
earlier model. She conceptualized a model of family involvement based on overlapping
spheres of influence. The model recognizes the family, the school, and the community as
the three major contexts for children's growth and development. The spheres are pulled
apart or pushed together based on the skills, practices, policies, and influences of the
family, school, and community. The child's learning and development are viewed as the
center of all efforts of these overlapping spheres. The needs of the child are central to the
partnership since they influence the efforts of the partnership.
Epstein contended that the main reason for family, school, and community
partnerships is to create conditions that enable students' success in school and in
adulthood. Successful partnerships improve school programs and school climate, provide
family services and support, increase parenting skills and leadership, connect families
with others in the school and in the community, and help teachers with their work. Good
interpersonal relations between teachers and parents are essential and form the basis for
establishing trust and respect. Children are the beneficiaries of such partnership efforts.
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Moreover, partnerships motivate and encourage children to do their best academically
and socially.
Blendinger and Jones, two Colorado educators, teamed in the l 980's for the
purpose of developing a clear, concise conceptual framework for understanding the
benefits of parent involvement in children's education. After many years of actionoriented research, Blendinger and Jones (2003) developed an easy to understand,
practical means for effective school-home collaboration based on communicating with
parents, enabling parents to help children learn at home, and promoting parent
participation at school. They contend that these three areas are mutually interdependent
and require commitment, time, and resources.
According to Blendinger and Jones (2003), every communication with the home
is an opportunity to build positive, productive relationships. Both formal and informal
communication such as written notes to individuals and groups, telephone calls, face-toface interactions through parent/teacher conferences, home visits, back-to-school nights
and open houses are important. Making communication as personal as possible increases
effectiveness. They believe what parents do to help children learn is critical to academic
success. Therefore, parents must be taught how to help children at home with materials
provided by the school. Participation in school events and activities increases parental
knowledge of the school and transmits the value of learning to children.
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Parent Involvement Strategies
Although research indicates that family involvement significantly contributes to
student learning and school success, it is difficult to identify effective strategies that
meaningfully involve families in their children's education for rural, suburban, and urban
settings (Henderson & Berla, 1994; Swap, 1993; Kellaghan, Sloane, Alvarez & Bloom,
1993 ). It appears that strategies must uniquely fit each community and also meet family
variations. The greatest challenge to effective involvement is the ability to translate what
research has documented into successful local programs.
A crucial parent involvement strategy is to help parents know what to do to
enable their children's academic success. Research has documented that what families do
to help children succeed in school is more important than the family's socio-economic
status, cultural background, or parents' educational level (Kellaghan, Sloane, Alvarez, &
Bloom, 1993; McCarthey, 2000). The reality is that parents often do not know what is
expected of them or how best to help. Some families need more help than others in
learning to appreciate that they have a key role to play in their children's learning. Other
families need little assistance in this area but need information regarding specific tasks in
order to be involved as key players in children's academic success.
Another key parent involvement strategy is planning for needs resulting from
changing demographics. At a time when schools are under increasing pressure to raise
academic standards for all children, demographic changes are making school and home
relationships more difficult. Major changes are more mothers in the work force, more
single-parent homes, higher poverty rates, and differences between backgrounds of
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children and families and the adults who are working in schools. These changing
demographics of communities produce stress between various cultures and backgrounds
of school personnel and families . Complications include language and cultural barriers,
reduced availability of caregivers to the school setting, limited time and resources for
collaboration and family/community interactions (Riehl, 2000~ Heymann & Earle, 2000).
Swap (1993) contends families need many and varied opportunities for informal
contacts with the school. Gatherings that provide family and school personnel
opportunities for infonnal conversations help in building trust and respect. This enables
the establishment of relationships for the mutual benefit of children. Positive
relationships between the home and school reduce stress on children and help them to
navigate the differences between the home and school. This results in greater academic
success .
An important strategy that facilitates positive family involvement is the
identification and removal of barriers to participation. These barriers are unique to the
particular school environment but often involve such concerns as lack of time, feelings of
inadequacy, feeling unwelcome in the school, not knowing how to use talents to help the
school, lack of understanding of the school system, lack of adequate resources to meet
basic needs, lack of child care, language barriers, and special needs due to disabilities,
and lack of transportation (National PT A, 2000).
While the scope of needs may be overwhelming, solutions are possible. Through
formal needs assessment processes and informal processes such as interactions and
observations of families and children, barriers can be removed. Schools can connect with
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community resources and agencies that can assist with identified needs and barriers. The
commitment to removal of barriers to participation is a direct indication of a school's
commitment to full family engagement.
A strategy that is gaining acceptance is joint decision-making and advocacy.
Many initiatives such as involvement of parents in Individualized Educational Program
(IEP) meetings and as advisory boards for federal and state programs have existed for
years, but there is a push for increasing direct involvement by parents and community
members (Davies, 2001 ). Epstein (1995) describes these expanded parent involvement
strategies as including parent leaders from all groups in school discussions, training for
parent leaders who serve as representatives of other families and who deliver information
to families, including students and parents in decision-making groups, creating and
fostering collaborative activities with the community, informing families of community
programs and opportunities, and the integrating family and child services with education.
Davies (2001) defines two purposes for family involvement in school decisionmaking. He contends that participation by parents in advocacy and decision-making
impacts school reform by enabling students' academic success and provides opportunities
for parents to acquire and practice democratic ideals. Swap (1993) contends that the
collaborative process of making decisions may be as important as the actual activities and
programs that are developed. The establishment of collaborative efforts such as school
councils and other advocacy groups can be controversial and time-consuming. However,
if parents are to become full partners in the educational process, consideration must be
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given to more inclusive types of activities. The dilemma is how best to structure and
combine the efforts of schools, families, and communities for the benefit of students.
In a number of states, a clear example of increased participation for schools,
families, and communities is mandatory public school councils. These councils are
designed to include community, family, and staff members in advocacy and decisionmaking. The exact structure is dictated by state law and thus varies considerably from
state to state. In Kentucky, for example, school councils have significant authority
including the selection of the school's principal (Davies, 2001 ). In Georgia, these
councils are mandated by law to include the school principal, two teachers at the school,
two parents of children at the school, and two businesspersons and are viewed as
advisory groups to the schools and boards of education (Georgia School Council
Institute, 2000).
Success in family partnerships results from commitment of educators, parents,
and community members in a culture that supports collaboration. District, state, and
national policies create contexts that influence actions, but it is unlikely that mandates are
sufficient for success. The key to success is effective leadership from educators and
community members (Swap, 1993).
One of the most important strategies involves the creation of a warm, inviting
school atmosphere for children, parents, and community members. Such an atmosphere
sets the tone for the development of quality relationships that lead to children's success in
schools (Haynes, Comer, & Hamilton-Lee, 1989). The establishment of effective
relationships among and between all constituents of the school helps foster a more
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inclusive atmosphere and aids in understanding of the individual and cultural differences
that exists (Riehl, 2000). In other words, the atmosphere of the school including such
factors as the way adults respond to other adults, the way adults respond to children, and
the physical appearance of the school all contribute to the groundwork for the
establishment of full family and community engagement. The atmosphere of the school
enables educators to fulfill their key role in reaching out to parents, students, and
community members.
If effective partnerships are to become an integral part of the educational process
for students, an essential parent involvement strategy is for educators to have extensive
preparation and ongoing professional development in how to establish and maintain
school, family, and community partnerships (Kirschenbaum, 2001 ). There must be
funding and infrastructure to support partnership practices. This includes provisions such
as time for educators to work with families, translators to facilitate parent-teacher
conferences when language barriers exist, telephones in classrooms to enable teacherparent communication, technological advances such as web-based programs to inform
parents, homework hotlines, and physical space for parent-teacher conferences.
Commitment from the district and state level for the support of family involvement
efforts is critical.
While there is evidence that a number of institutions are including instruction in
partnership practices in educational training, only a limited number of higher institutions
are providing comprehensive programs in school, family, and community relations. An
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extensive study at Harvard University sites the dismal amount of training for educators in
partnerships (Kirschenbaum, 2001 ).
Epstein ( 1995) defines the need for pre-service and advanced degree programs for
teachers and administrators that build the capacity for establishing and sustaining
partnerships. Strategies should be emphasized that help educators effectively work with
various cultures and diversity in family structures. Theory, research, and infonnation
about practical programs for family and community engagement should be priorities. The
success of institutional efforts must be closely monitored for effectiveness.
A key strategy for the success of partnerships rests squarely on the acceptance
that the role of teachers includes working with families as well as teaching in classrooms.
Advocates of comprehensive partnerships between the home, school, and community
view this expanded role for teachers as critical to the success of students' academic
achievement and social development. Pre-service teachers as well as practicing teachers
need courses and experiences that are designed specifically for enabling effective and
practical ways of reaching out to families.
Principals must take active, leading roles in family involvement. They have key
roles in promoting community partnerships and making thoughtful decisions that reflect
the needs of children and families. Principals, as well as other school leaders,
demonstrate that family involvement is a high priority by providing time, resources and
opportunities for training (Swap, 2003).
Davies (2000) explains the role of principals as involving three areas. These
include encouraging reciprocity among family, school and community constituents by
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providing mutual help in both formal and informal structures, the establishment of
democratic processes so that varying constituents and their ideas are heard, and providing
a variety of opportunities such as parent education, a wealth of communication, and other
strategies that enable children's learning at home and in the community.
Communication with the home is an essential parent involvement strategy. It is
established by many and varied positive contacts with the school in both formal and
informal settings. A specific type of communication that warrants attention is teacher
communication with the home. Numerous studies have shown that teacher
communication with the home can increase other forms of parental involvement
(Watkins, 1997).
The goal of two-way communication between the home and school is to establish
a rich exchange of information between parents and educators (Swap, 1993 ). In
recognition of the importance of this continuous flow of communication between parents
and the school, the National PT A defined communication as their first of six standards
for Parent/Family Involvement Programs. The PT A views communication as the
essential foundation on which the other standards (parenting, student learning,
volunteering, school decision-making and advocacy, and collaborating with the
community) are built (National PTA, 2000).
Hiatt-Michael (2001) believes that educators have the responsibility to reach out
in various ways to families and establish effective communication. This reduces stress on
the child and establishes a very important means to know the child well. If the focus of

22
education is the child's academic and social development then communication between
the home and school is critical to the child's success. A continuous flow of information
helps the child to see teachers and parents as working side-by-side. The child is very
likely to have a more positive attitude towards school and learning.
A rich exchange of communication with the home includes informal, lessstrnctured contacts in addition to traditional exchanges such as parent orientation. Weiss
et al. ( 1998) refers to these informal or targeted contacts as alternative communication
patterns. The value of these exchanges is that parents and teachers learn valuable
infonnation that guides decisions about children. Examples of these interactions include
discussions with a child's sibling, utilization of other school personnel for information
(counselor, principal, reading specialist), unscheduled phone communications,
conversations with extended family members working in the school, and informal chats
between school personnel and parents at school arrival or dismissal times. Inherent in
this type of communication is the establishment of trnst between the home and school
and accessibility of the family and the school.
The most effective roles for parents are unique to the school's situation and the
needs and circumstances of the school, community, and families. Comprehensive needs
assessments provide guidance for the establishment of a practical, effective system for
family involvement. The system must work for the families involved and the information
to families should lead to empowerment. Families must be helped to know what to do in
the home, school, and community in order to enable children to succeed.
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The challenge for educators is to provide an atmosphere of mutual trust and
respect between the home and school so that families and schools can fully engage as
active participants in children's education. This reciprocal relationship provides the
framework for a multitude of varied opportunities and informative exchanges designed to
enable children's success. It provides families with opportunities for extensive
involvement including parenting, communicating, volunteering, learning at home,
decision-making, and collaborating with the community (Epstein, et al., 1997).

School Reform Initiatives
Increasing family and community involvement is recognized as an important
priority in many school reform initiatives. Breakthroughs are emerging that provide
guidance to the development of partnerships that reach out to families and positively
affect the success of children's learning and progress in school. However, the success is
not widespread and is not translated into programs that are implemented with
commitment and creativity (Drake, 2000). Programs that fully engage families are the
exception despite the evidence and need for partnership (Swap, 1993 ).
Over thirty years ago, James Comer combined his knowledge of child psychiatry
with education and emphasized the affective components of a child's development as
directly impacting children's academic achievement (Comer, 1988). He believed that
schools must not focus entirely on academics but also must focus on the relationships that
students need to grow and learn. Comer's School Development Program (SDP) includes
schools that provide strong, positive relationships among children, parents, and educators
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(Swap, 1993 ). These strong connections among all constituents are designed for the
purpose of helping children learn. From SD P's beginning in New Haven, Connecticut in
1968, Comer's ideas have spread to other cities and states. Recently, the Rockefeller
Foundation pledged three million dollars annually for five years to facilitate
dissemination of Comer's program (National PT A, 2000).
Epstein et al. ( 1997) developed a comprehensive reforn1 program. This program
provides specific information on how to develop partnerships at the state, district, and
school levels. The theory of overlapping spheres of influence emphasizing the shared
responsibilities of the home, school, and community provides the foundation for action
teams to develop involvement in parenting, communicating, volunteering, learning at
home, decision making, and collaborating with the community. Schools, districts, and
states that agree to required components can join the National Network of Partnership
2000 Schools established by researchers at Johns Hopkins University. Membership
provides resources including workshops, newsletters, and many opportunities to share
best practices and challenges.
The National Parent Teacher Association (PT A), in existence for over one
hundred years, has a long history of affirming the significance of family/school
partnerships. The organization disseminates information to a wide audience and exerts
influence over national education policy. In 1997, based on the research of Joyce Epstein,
the National PT A developed its National Standards for Parent/Family Involvement
Programs. The organization believes that a synergistic effect results when the six types of
involvement or standards (communicating, parenting, student learning, volunteering,
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school decision-making and advocacy, and collaborating with the community) are
implemented simultaneously (National PT A, 2000).
The federal law, No Child Left Behind Act (2001 ), is the reauthorized Elementary
and Secondary Education Act (ESEA). This federal law which affects K-12 education
includes provisions for accountability, research-based instructional opportunities for
students, expanded local control and flexibility, and expanded options for parents
regarding their children's education. These rights for parents are far-reaching and
indicate that the intent of the law is that parents are full partners in their children's
education. These include the right to transfer their child to another school if the school
does not meet state standards for at least two consecutive years and the provision for
instructional support services for their child if the school does not meet state standards
for at least three years. The programs and activities of the school and district are to be
planned and implemented with input from the parents of the participating children.
Specific provisions include a written parent involvement policy that is annually evaluated
in conjunction with parents. An important component of the parent involvement structure
is the development of a compact that incorporates shared responsibility with the parent,
child, and school for high achievement (Henderson & Mapp, 2002).
Evidence abounds that parental involvement is recognized and promoted as
extremely important for the education of children. One of the eight goals in the 1994
Goals 2000 legislation includes the promotion of partnerships to enable the social,
emotional, and academic growth of children (U. S. Department of Education, 1994 ). The
National Board of Professional Teaching Standards explicitly addresses the need for
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teachers to work collaboratively with families (National Board, 2001 ). This need is
emphasized by the Interstate School Leaders Licensure Consortium (Interstate School
Leaders, 1996) as an integral part of school leadership. Strong agreement exists for the
importance of family involvement. Policies, standards, and directives abound but family
engagement is not fully realized through extensive, quality programs.

Summary of Related Literature
The evidence is convincing. Families contribute significantly to children's
achievement in school and their success in life. When families work closely with their
children's school, children do better in school and stay in school longer, the school as a
whole improves, and children achieve at higher levels.
Partnerships provide opportunities for schools, families, and communities to work
together to meet the needs of children. Schools are reflections of their communities and
are dependent on them for resources and guidance. There is a need to build these
supportive links and establish sustained mutual cooperation and collaboration.
Because schools are under increasing pressure to educate all children to higher
standards, there is a need to enhance and improve partnerships. There is a long tradition
in the United States of trying to involve parents. The challenge now is how to create
new, positive relationships among schools, families, and communities. As financial
resources for education decrease and expectations increase, partnerships offer
possibilities for producing greater benefits for students.
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Conceptual frameworks are helpful for developing school-wide partnerships that
really work. Key considerations include: establishing trust and respect among parents,
school personnel, and the community; providing ongoing, positive communication;
furnishing information about how to help children with academics at home; providing
both fonnal and informal opportunities to meet with school personnel; creating
opportunities for parents to meaningfully participate at school; and establishing a warm,
inviting school atmosphere.
The challenge is to use these basic considerations for partnerships to guide
speci fie local partnerships. A thorough, on-going needs assessment is helpful in guiding
this effort. Information can be obtained through both formal needs assessment and
through informal means such as observation of children and families. Strategies that
support partnerships include: providing help to parents based on the needs of the child
and the family; planning for needs resulting from changing demographics such as the use
of translators; acknowledging and planning for barriers to parent participation such as
lack of childcare, lack of transportation, lack of time to meet with school personnel;
planning for joint decision making and advocacy such as school councils and collective
participation; establishing an inclusive atmosphere that enables understanding of
individual and cultural differences and that enables educators to fulfill their roles in
reaching out to parents and community members; providing professional development for
teachers and school leaders and monitoring effectiveness of outcomes; emphasizing that
the role of teachers and educational leaders is vital to the success of partnerships and that
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time must be given for them to perform these duties; and communicating with the home
utilizing multitude resources in order to establish on-going, positive exchanges.
The recent No Child Left Behind Act (2001) is exerting pressure on schools to
increase parental involvement. This law includes school choice for parents and mandates
involvement in program decisions.
Parental involvement is recognized and promoted as extremely important for the
education of students. However, the authentic engagement of parents is not a reality. The
establishment of effective partnerships is elusive. Parents, educators, and community
members need to make a strong commitment to work together, provide resources, and
expend time. Partnerships can be established that help schools and students succeed and
prosper.

CHAPTER III
METHODS AND PROCEDURES
Research Design
This study investigated the School-Home Partnership Model at Metter
Intennediate School, a small rural elementary school in southeast Georgia. The school
served an economically depressed population. Subjects included two hundred eighty
students in grades four and five, their parents, and the teachers of the school.
Documents were examined for the purpose of investigating students' report card grades,
student attendance records, standardized test scores, behavioral referrals to the school
office, and parent/staff participation in school events. Parents, students, and teachers
were surveyed to gain insight into feelings, beliefs and behaviors toward the school
(Dillman, 1978). Teachers at the school served as key informants (Yin, 1994). Emphasis
was given to the impact of the School-Home Partnership Model on "at-risk" students in
particular.
Two hundred eighty students, their parents, and seventeen teachers participated as
subjects in the study. Of the two hundred eighty students, approximately 125 students
were identified as "at-risk" based on membership in Georgia's Early Intervention
Program and/or identified as special education students based on the Individuals with
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Disabilities Education Act (IDEA). The term "at-risk" student was defined to mean a
student identified as being below grade level in reading and/or math based on the
guidelines of Georgia's Early Intervention Program (EIP). The term also meant students
identified as a special education student according to the Individuals with Disabilities
Education Act (IDEA). Since "at-risk" students are generally students who are in danger
of not completing their education with an adequate level of skills, it was important to
investigate the impact of the School-Home Partnership Model on this group of students.
Teachers included twelve regular education teachers who taught both "at-risk"
and non '"at-risk" students, one teacher who taught exclusively Early Intervention
Program students, two teachers who taught exclusively special education students, and
one staff member who taught gifted students and served as the school counselor.
This study investigated the impact of the School-Home Partnership Model created
for Metter Intennediate School that was used from fall 2001 to spring 2004 in relation to
nine specific items:
1. Student scores on the Georgia Criterion-Referenced Tests (Georgia
Department of Education, 1999).
2. Student grades on report cards in four key academic areas: English, reading,
spelling, and mathematics.
3. Student daily attendance at school.
4. Student behavior in relation to discipline referrals to the school office.
5. Parent and staff participation in parent-teacher meetings.
6. Parent participation in school activities and events.
7.

Student perceptions of the school.

31

8. Teacher perceptions of the school.
9. Parent perceptions of the school.
The Institutional Review Board at Mississippi State University granted
pem1ission for the researcher to conduct the study. The superintendent of the school
district gave written consent for the study to be conducted (Appendix A).

Document Examination
Documents were reviewed to investigate the responses of students, parents, and
teachers. In the following paragraphs, these documents and methods of evaluation are
explained.
Students' report card grades for fifth grade students (2003-2004) were compared
for two years. Final grades for fifth graders in reading, English, spelling, and math were
compared to their final grades as fourth graders. These students experienced the SchoolHome Partnership Model for two years. Descriptive statistics were utilized to determine
possible changes.
Report card grades in reading, English, spelling, and math for fourth grade
students (2003-2004) were compared utilizing first semester grades and second semester
grades. These students experienced the School-Home Partnership Model for one year.
Descriptive statistics were utilized to determine possible changes.
Student attendance records for fifth grade students (2003-2004) were compared
for two years. This yearly attendance data were analyzed using descriptive statistics.
These students experienced the School-Home Partnership Model for two years.

32

Student attendance data for fourth grade students (2003-2004) were insufficient for
analysis.
Student behavioral referrals to the school office for fifth graders (2003-2004)
were compared for the two years they experienced the School-Home Partnership Model.
Descriptive statistics were used to describe possible changes by years. For fourth graders
(2003-2004 ), the number of student behavioral referrals to the school office was analyzed
by semesters using descriptive statistics.
Scores on the Georgia Criterion Referenced Competency Test (CRCT) were
analyzed for three years for fifth graders (2003-2004). This test was used to measure
student achievement in relation to the required Georgia curriculum (Georgia Department
of Education, 1999). The reading and math scores of fifth graders from spring 2002,
spring 2003, and spring 2004 were used. The researcher used t tests with an alpha level
set at .05 to determine if the changes in scores were statistically significant. (No analysis
was done for fourth graders because only one set of CRCT scores was available.)
The purpose of the t test is to compare the actual mean differences observed with
the mean differences that would be expected by chance. Thus, the t-ratio determines
whether observed differences are sufficiently larger than differences that would be
expected by chance. Based on the probability level and the degrees of freedom, the
calculated t value is compared to the appropriate t table value. If the calculated t value is
greater or equal to the table value, the null hypothesis is rejected indicating there is a
statistically significant difference in mean scores (Gravetter & Wallnau, 2000).
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The participation of parents and staff in school events was reviewed and analyzed
for changes, if any. Extensive, thorough records were not available.

Teacher Perceptions of the School-Home Partnership Model
Teachers were surveyed to investigate their perceptions toward the School-Home
Partnership Model (Appendix B). Participation in the survey was voluntary. Two copies
of a consent form (Appendix C) were given to each teacher in the school requesting that
he/she participate in the study by completing a survey. Teachers were told to keep one
copy for their records and to return the signed consent to the researcher at the school.
After receiving a signed consent from the teacher, a survey was given to the teacher by
the researcher. The teacher was provided with an addressed, stamped envelope in order
to mail it to the researcher.
A four-point measurement scale was used for the eighteen close-ended items on
the survey. Participants were asked to '"strongly disagree," '"disagree," "'agree," or
"strongly agree" to each of the items on the instrument. Chi-square for goodness of fit
test was used to determine whether the frequency of distribution showed a specific
pattern. Each category could be expected to be selected with equal frequency if there
were no preferences. Although observed frequencies will almost always differ somewhat
from expected frequencies, the pertinent question asked in analyzing data collected by
the instrument was as follows: Are the differences significant or are they due to chance?
An alpha level of .01 was selected to determine if participants' responses were
statistically significant.
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The instrument also included two open-ended statements addressing parental
involvement at the school. Responses to the instrument's open-ended questions were
analyzed for the purpose of identifying patterns.

Student Perceptions of the School-Home Partnership Model
Students were surveyed to investigate their perceptions toward the model.
(Appendix D, Appendix E). Students carried two copies of a consent form home to their
parents requesting permission to participate in the survey (Appendix F). Parents were
instructed to keep a copy for their records and to return a signed copy to the researcher.
Additionally, the students who obtained permission from their parents signed written
assents before completing the survey (Appendix G).
Since the researcher wanted to compare the impact of the parent involvement
model on "'at-risk" students to non "at-risk" students, placing an identifier for student
surveys for "'at-risk" students ensured confidentiality. This was accomplished by a
difference in the placement of one word on the student survey. On the surveys for "atrisk" students, the word "about" was located on the second line of the instructions for the
survey. On the surveys for the non "at-risk" students, the word "about" was at the end of
the first line of the instructions on the survey. The purpose of the identifier was to
delineate for the researcher the responses of "at-risk" students and non "at-risk" students.

It likely was beneficial to compare the results of reactions to the School-Home
Partnership Model from "at-risk" students and non "at-risk" students. (For explanation of
"at-risk" students see section titled Research Design in this chapter.)
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Prior to administering the survey to those students whose parents gave consent,
the researcher placed the name of each child on a survey by using a sticky note.
"At-risk" students received a survey (Appendix D) and non "at-risk" students received a
survey (Appendix E). As surveys were distributed, the researcher removed each sticky
note as each child was given a survey. When completed, each child placed his/her survey
in a sealed envelope and gave it to the researcher.
A four-point measurement scale was used for the twelve close-ended items.
Students were asked to "strongly disagree," "disagree," "agree," or "strongly agree" to
each of the items on the instrument. As outlined above for the teacher surveys, chisquare for goodness of fit test was used to determine whether the frequency of
distribution showed a specific pattern. An alpha level of .01 was selected to determine if
students' responses were statistically significant. The instrument also included one openended item.

Parent Perceptions of the School-Home Partnership Model
Parents were surveyed to investigate their perceptions toward the model. All
students in the school carried home two copies of a consent form (Appendix F)
requesting parent permission for the researcher to mail them a survey about the school.
The parents were asked to keep one copy of the consent form for their records and to
return a signed consent form to the researcher. The researcher then mailed parent
surveys to those who had consented. Stamped, self-addressed envelopes were provided
in order for the parents to return the surveys to the researcher.
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Since the researcher wanted to compare the impact of the parent involvement
model on "at-risk" students and their parents to non "at-risk" students and their parents,
confidentiality was ensured. An identifier was used for the parent surveys for "at-risk"
students. This was accomplished by a difference in the placement of one word on the
parent survey. On the surveys for parents of "at-risk" students, the word "about" was
located on the second line of the instructions for the survey (Appendix H). On the
surveys for parents of non "at-risk" students the word "about" was at the end of the first
line of the instructions for the survey (Appendix I). The purpose of the identifier was to
delineate for the researcher the responses of parents of "at-risk" students and parents of
non ''at-risk" students. It was likely beneficial to compare the results of reactions of the
School-Home Partnership Model for parents of at-risk" students and parents of non "at44

risk" students. (For explanation of at-risk" students see section titled Research Design in
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this chapter.)
The parent survey contained twenty close-ended items. Parents were asked to
"strongly disagree," ' disagree," "agree," or Strongly agree" to each of the items on the
4
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instrument. As outlined above for the teacher and student surveys, chi-square for
goodness of fit test was used to determine whether the frequency of distribution showed a
speci fie pattern. An alpha level of .0 I was selected to determine if parents' responses
were statistically significant. Additionally, the parent survey contained two open-ended
responses.

37

Key Infonnants
To further gain understanding of the School-Home Partnership Model, teachers
served as key infom1ants. Each teacher in the school was given two copies of a consent
form (Appendix J) requesting an interview with the researcher. The teacher kept one
copy of the consent form for his/her records and signed and returned one copy to the
researcher. Interviews took place at the school during the month of May and June 2004
at a convenient time for each teacher. Ten questions guided the interviews with
teachers :
1. How are parents involved at our school?

2. What are the best ways to keep parents infonned about their child's progress in
school?
3.

In what ways do you communicate with parents? Which ways are the most
effective?

4. What strategies do you use to get to know your students and their parents?

5. Do you ever invite parents to come to school? If yes, tell some of the reasons you
have invited them. What were the results?

6. What is the role of the teacher in home-school communication?
7.

How could our school increase parent participation in children's education?
What differences, if any, are there between involving parents of "at-risk" students
(special education or Early Intervention Program students) and non "at-risk"
students?

8. Do you give any specific help to parents in order for them to assist their child
with academics? If so, please explain.
9. What are the advantages/disadvantages of our school agendas? How can we use
them more effectively?
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10. Is there anything else you would like to say about our school? What can we do to
improve home-school communication, student behavior, and academic success?

Responses were recorded by audiotape, but no identifiable responses were used. In
the text of Chapter IV, individual teachers were identified as T 1, T2, etc. and responses
were aggregated to create an overa11 profile.

CHAPTER IV
FINDINGS AND DISCUSSION

This study investigated the School-Home Partnership Model at Metter
Intermediate School, a small rural elementary school. The school, located in southeast
Georgia, served an enrollment of two hundred eighty students in grades four and five.
The economically depressed population consists of fifty percent white (non Hispanic),
thirty-eight percent Black, ten percent Hispanic, and two percent classified as "other".
Metter Intermediate School administrators created the School-Home Partnership
Model in 200 I for the purpose of increasing the involvement of families in their
children's education in order to improve academic achievement and behavior.
The impact of this model was studied in relation to nine specific items:
1. Student scores on the Georgia Criterion-Referenced Tests (CRCT).
2. Student grades on report cards in four key academic areas: English, reading,
spelling, and mathematics.
3. Student daily attendance at school.
4. Student behavior in relation to discipline referrals to the school office.
5. Parent and staff participation in parent-teacher meetings.
6. Parent participation in school activities and events.
7. Teacher perceptions of the school.
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8. Student perceptions of the school.
9. Parent perceptions of the school.
The study also investigated the impact of the School-Home Partnership Model on
"at-risk" students in particular. Approximately thirty-seven percent of the students were
in the Early Intervention Program. This meant that this population was below grade level
performance in reading and/or math. Ten percent of the students were identified as
special education students and seven percent were identified as gifted. During the 20022003 school year, seventy-eight percent of the students were eligible for free and reduced
meals.
For the purpose of this study the term "at-risk" student was defined to mean a
student identified as being below grade level in reading and/or math based on the
guidelines of Georgia's Early Intervention Program (EIP). The term "at-risk" student as
used in this study also meant a student identified as a special education student according
to the Individuals with Disabilities Education Act (IDEA). An "at-risk" student was
generally a student who was in danger of not completing his or her education with an
adequate level of skills. Common risk factors were grade retention, low achievement,
behavior problems, low socioeconomic status, and poor attendance (Slavin, 1989).
This chapter presents and discusses the study's findings. Quantitative methods
and interviews were utilized to collect, analyze, and interpret data. Techniques included
document review, interviews, and attitudinal surveys.
The findings are organized into five sections. Results are presented in (a)
document analysis of report card grades, student attendance records, student scores on the
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Criterion-Referenced Competency Tests (Georgia Department of Education, 1999),
behavioral referrals to the school office, and parent/staff participation records, (b) teacher
perceptions of the School-Home Partnership Model, (c) student perceptions of the
School-Home Partnership Model, (d) parent perceptions of the School-Home Partnership
Model, and ( e) key informant interviews.

Document Analysis

Report Card Grades
Utilizing descriptive statistics, students' report card grades for the fifth grade
students (2003-2004) were analyzed for two years. Final grades for these fifth graders in
reading, English, spelling, and math were compared to their final grades as fourth
graders. These students experienced the School-Home Partnership Model for two years.
Table 1 summarizes students' grades into non "at-risk" students and "at-risk"
students. For the non "at-risk" students, the end of the year mean in reading dropped from
M=90.07, SD=S.64 in 2003 to M=88.99, SD=6.63 in 2004, a decrease of 1.08 points.
Also the end of the year mean in English dropped from M=90.44, SD=6.87 in 2003 to
M=89.01, SD=6.84 in 2004, a decrease of 1.43 points. The means in spelling and math
showed small decreases.
For the "at-risk" students, the mean at the end of the year in spelling increased
from M=84. 13, SD=8.80 in 2003 to M=86.40, SD=8.65 in 2004, an increase of 2.27
points. An increase was also shown in math with M=80. l 7, SD=4.4 l in 2003 to
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M=84.03, SD=8.08 in 2004, a gain of 3.86 points. The mean in reading decreased by 1.4 7
points from M=84.70, SD=5.46 in 2003 to M=83.23, SD=6.84 in 2004. Also, the end of
year mean in English (M=83.60, SD 6.31 in 2003) to M=82.43, SD=6.22 in 2004
decreased 1.1 7 points.
Table 1
Means & Standard Deviations for Report Card Grades by Years for Risk Groups
Non At Risk Students
2003
2004

2003

At Risk Students
2004

Reading

M=90.07
SD=5.64

M=88.99
SD=6.63

M=84.70
SD=5.46

M=83 .23
SD=6.84

English

M=90.44
SD=6.87

M=89.0l
SD=6.84

M=83.60
SD=6.3 l

M=82.43
SD=6.22

Spelling

M=92.44
SD=7.02

M=92.04
SD=7.38

M=84.13
SD=8.80

M=86.40
SD=8.65

Math

M=88.39
SD=7.54

M=89.32
SD=7.0l

M=80. l 7
SD=4.4 l

M=84.03
SD=8.08

n (Non At Risk)= 72
n (At Risk)= 30

Table 2 summarizes the fifth grade students' grades for the total class (both risk
groups). The most notable change was in math M=86.33, SD=7.73 to M=88.05,
SD=7.54, an increase of 1.72 points. Reading and English means dropped by 1.00 and
1.14, respectively. Spelling changed by less than one point.
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Table 2
Means & Standard Deviations for Report Card Grades by Years for Total Class
2003

2004

Reading

M=88.46
SD=6.10

M=87.46
SD=7.20

English

M=88.59
SD=7.38

M=87.45
SD=7.10

Spelling

M=90.15
SD=8.38

M=90.56
SD=8. l 7

Math

M=86.33
SD=7.73

M=88.05
SD=7.54

n - 100

In summary, for the fifth grade class of 2003-2004, the two years of report card
grades showed that the means for the non "at-risk" students grades declined in reading by
1.08 points M=90.07, SD=S.64 in 2003 to M=88.99, SD=6.63 in 2004 and in English by
1.43 points (M=90.44, SD=6.87 in 2003 to M=89.01, SD=6.84 in 2004). Improvements
for "at-risk" students were noted in the means for spelling (M=84.13, SD=8.80 in 2003 to
M=86.40, SD=8.65 in 2004) and math (M=80. l 7, SD=4.41 in 2003 to M=84.03,
SD=8.08 in 2004). For the class as a whole (both risk groups), math improved by 1.72
point (M=86.33, SD=7.73 in 2003 to M=88.05, SD=7.54 in 2004).
Table 3 shows the report card grades by semesters using descriptive statistics for
the non "at-risk" and "at-risk" fourth graders in 2003-2004. Semester grades for these
students were utilized in reading, English, spelling, and math. For the non "at-risk"
students, the semester grades showed decreases in reading from M=91.70, SD=4.20 for
the first semester to M=90.50, SD=S.00 for the second semester, a 1.20 decrease. Also,
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math decreased from M=89.80, SD=5.60 in the first semester to M=88.40, SD= 6. 70 in
the second semester, a decrease of 1.40 points. Changes in means for English and
Spelling were less than 1.0 point.
For the "at-risk" students, the reading grades increased from M=84.26, SD=7.89
in the first semester to M=87.55, SD=4.30 in the second semester. This resulted in a gain
of 3.30 points. Also, the math grades increased from M=79.90, SD=7.92 in the first
semester to M=81.23, SD=5.83 in the second semester. This resulted in a gain of 1.30
points. The change in the means for English was less than 1.0 point. In Spelling, the
change in means was 1.10 points.
Table 3
Means & Standard Deviations for Report Card Grades by Semesters for Risk Groups
Non At Risk Students
2 nd Semester
1st Semester

At Risk Students
t 1dSemester
1st Semester

Reading

M=91.7
SD=4.20

M=90.50
SD=5.00

M=84.26
SD=7.89

M=87.55
SD=4.30

English

M=93.30
SD=3.20

M=92.50
SD=3.70

M=82.28
SD=8.67

M=82.15

Spelling

M=95.90
SD=3.10

M=95.80
SD=3.20

M=82.45
SD=9.80

M=83.55
SD=8.30

Math

M=89.80

M=88.40
SD=6.70

M=79.90
SD=7.92

M=8 l.23
SD=5.83

SD=S.60

SD=S.26

n(Non At Risk)= 33
n(At Risk)= 40

Table 4 summarizes the fourth grade students' grades for the total class (both risk
groups). The means of the reading scores increased from M=87.60, SD=7.34 in the first
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semester to M=88. 75, SD=4.90 in the second semester, an increase of 1.15 points. Other
mean scores were virtually the same.
Table 4
Means & Standard Deviations for Report Card Grades by Semesters for Total Class
st

1 Semester

2 Semester

Reading

M=87.60
SD=7.34

M=88.75
SD=4.90

English

M=87.28
SD=8.57

M=86.74
SD=6.94

Spelling

M=88.51
SD=9.96

M=88.87
SD=8.90

Math

M=84.28
SD=8.44

M=84.15
SD=7.33

11

11

= 75

In summary, the non "at risk" students in the fourth grade class of 2003-2004
obtained semester grades which showed slight decreases in mean scores for reading and
math. For ""at-risk" students it was noteworthy that reading increased by 3.30 points.
Math for "at-risk" students increased by 1.30 points. For the class as a whole (both risk
groups), only slight changes were evident.

Student Attendance Records
Descriptive statistics were used to analyze the number of days absent from school
(based on 180 days per school year). Attendance data for the fifth grade class from 20032004 were reviewed for the 2002-2003 and 2003-2004 school years.
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Table 5 displays the means and standard deviations for the non '"at-risk" students
and the "'at-risk" students. Both of these groups had decreases in the number of days
absent. For the non "at-risk" students the number of days absent decreased from M=4.52,
SD=4.37 for 2003 to M=4.29, SD=4.73 for 2004, a decrease in the difference of the
means of 0.23. The "at-risk" group's yearly absences decreased from M=S.62, SD=6.69
in 2003 to M=S.32, SD=4.37 in 2004, a decrease in the difference of the means of 0.30.
Table 5
Means & Standard Deviations for Days Absent by Years for Risk Groups

Mean
Standard Deviation

Non At Risk
2003
2004

2003

4.29
4.73

5.62
6.69

4.52
4.37

At Risk

2004
5.32
4.37

n (Non At Risk)= 63
n(AtRisk)=21

Table 6 displays the number of days absent from school (based on 180 days per
school year) for the total class (both risk groups). As with each risk group, the total
group decreased slightly, a 0.25 difference in means, from 2003 (M=4.80, SD=5.03) to
2004 (M=4.55, SD=4.64).
Table 6
Means & Standard Deviations for Days Absent by Years for Total Class

Mean
Standard Deviation

n = 84

2003

2004

4.80
5.03

4.55
4.64
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Criterion-Referenced Competency Tests (CRCT)
The Georgia Criterion-Referenced Competency Tests (CRCT) were used to
measure how well students acquired the skills and knowledge in relation to the required
Georgia curriculum (Georgia Department of Education, 1999). The reading and math
scores for students who experienced the School-Home Partnership Model for two years
were analyzed. Scores for the 2003-2004 class of fifth graders in reading and math were
available for spring, 2002, the year prior to entry into Metter Intermediate School and for
spring, 2003 and spring, 2004. Paired t tests were used to determine whether changes in
scores were statistically significant at an alpha level of .05.
On the CRCT in reading, the means of two correlated samples were used to
determine if statistically significant differences existed. When the scores for the non "atrisk'' students for 2002 (M=354.55, SD=33.55) were compared to the scores for 2003
(M=3 70.58, SD=4 l.66), t(52) = -4.129,p<.05 (two-tailed), a statistically significance
difference was obtained. Thus, the non "at-risk" students scores in reading improved.
However, the same non "at-risk" group of students decreased at a statistically significant
level in reading from 2003 (M=370.58, SD=41.66) to 2004 (M=354.89, SD=35.06,
t(52)=-4.047, p<.05 (two-tailed). When the scores for the non "at-risk" students for 2002
(M=354.29, SD=32.96) were compared to the scores for 2004 (M=355.04, SD 34.42),
t(54) = -.259, p<.05 (two-tailed), a statistically significant difference was not found.
Thus, the improvement in reading scores in 2003 was not maintained in 2004.
Changes in CRCT reading scores were not statistically significant for the "at-risk"
students for any of the two correlated samples. Results in 2002 (M=3 l 0.50, SD=22.69)
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and 2003 (M=304.44, SD=32.01 ), t(l 7)=.847, p<.05 (two-tailed) showed no statistically
significant differences. Likewise, correlated samples in 2003 (M=297.28, SD=20. 73) and
2004 (M=305.22, SD=22.73),t(l 7)=-1.911, p<.05, (two-tailed), showed no statistically
significant changes. Additionally, comparisons of correlated sample from 2002
(M=310.50, SD=22.69) and 2004 (M=308.50, SD=24.65), t(l 7),=.330, p<.05 (twotailed), showed no statistically significant change.
On the CRCT in reading for the total 2003-2004 class of fifth graders (both risk
groups), changes in scores between 2002 and 2003 were statistically significant. The
scores for 2002 (M=343.13, SD=36.72) and 2003 (M-354.24, SD=48.96), t(69)=-3. l 28,
p<.05 (two-tailed) indicated a statistically significant difference in achievement. Thus,
reading achievement as measured by the CRCT increased.
On the CRCT in math, the means of two correlated samples were used to
determine if statistically significant changes in scores had occurred. For the non "at-risk"
group of students no statistically significant differences were obtained. For 2002
(M=339.64, SD=27.47) and 2003 (M=336.40, SD=25.64), t(52)=1.027, p<.05 (twotailed) the scores showed no statistically significant differences. Also, for 2002
(M=339.64, SD=27.47) and 2004 (M=340.2 l, SD=23.04), t(52)=-. l 91, p<.05, (twotailed) no statistically significant differences were found.
For the "at-risk" students on CRCT in math, a statistically significant difference
was found in 2002 (M= 308.11, SD=22.52) and 2003 (M=297.28,
SD=20.73),t(l 7)=2.906, p<.05, (two-tailed). Thus, these students' scores indicated a
decrease in achievement. Comparisons of correlated samples for other years indicated

49

no statistically significant differences. In 2002 (M=308. l l, SD=22.52) and 2004
(M=305.22, SD=22.73), t(l 7)=.895, p<.05, (two-tailed), showed no statistically
significant difference. This was also the case with 2003 (M=297.28, SD =20.73) and
2004(M=305.22,SD=22. 73), t( l 7)=-1.911, p<.05, (two-tailed).
The total class of fourth graders (both risk groups) showed statistically significant
changes in CRCT math scores from 2003 (M=326.04, SD=29.83), to 2004 (M=33 l. l 6,
SD=27.63), t(69)=-2.530, p<.05, (two-tailed). This improvement in math CRCT followed
a decrease noted by a statistically significant difference in 2002 (M=33 l .33, SD=29.66)
to 2003, M=326.04, SD=29.83, t(69)=-2.086.
In summary for CRCT scores for fifth graders in 2003-2004, the non "at-risk"
students CRCT reading scores improved from 2002 to 2003, but declined from 2003 to
2004. For this same non "at-risk" group, CRCT math scores showed no statistically
significant changes.
For the '"at-risk" fifth graders in 2003-2004, the CRCT reading scores showed no
statistically significant change. For CRCT math achievement decreased indicated by a
statistically significant difference in scores from 2002 to 2003.
For the class as a whole (both risk groups), the CRCT reading scores showed a
statistically significant difference (improvement) from 2002 to 2003. For CRCT math, a
statistically significant difference was noted for 2002 to 2003 (decrease) and from 2003
to 2004 (increase).
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Behavioral Referrals to the School Office
Descriptive statistics were utilized to analyze student behavioral referrals to the
school office. The number of referrals to the school office for the 2003-2003 and
2003-2004 school years was utilized for the fifth grade class of 2003-2004. Table 7
contains a summary of this information for the non "at-risk" students and for the '"at-risk"
students.
For the non "at-risk" students the mean increased 0.30 in 2004 (M=l .09,
SD=2. l 3) from 2003 (M=. 79, SD=.55). For "at-risk" students, the mean increased 0.99
in 2004 (M=l .26, SD=2.12 by 0.00 from M=27, SD=0.75 in 2003.
Table 7
Means & Standard Deviations for Behavior Referrals by Years for Risk Groups
Non At Risk

Mean
Standard Deviation
n (Non At Risk)= 67
n (At Risk)= 23

2003

2004

2003

0.79
0.55

2.13

1.09

0.27
0.75

At Risk

2004
1.26
2.12

Table 8 displays information for the total class (both risk groups). There was an
increase of 0.10 in the mean for 2004 (M=0.52, SD=l.31) from M=0.42, SD=l.23 in
2003.
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Table 8
Means & Standard Deviations for Behavior Referrals by Years for Total Class

\-tean
Standard Deviation

2003

2004

0.42
1.23

0.52
1.31

n = 90

Overall, the number of behavioral referrals to the school office for the non "atrisk" students and for the class as a whole increased slightly (0.30, 0.10 respectively).
However, for the "at-risk" students, referrals increased by 0.99.
Table 9 displays the behavioral referrals to the school office for the fourth grade
class of 2003-2004. Yearly totals were not available for this group of students, so
semester totals for one year were utilized. For the non "at-risk" students, there was a
very slight decrease (0.03) in the mean for the second semester (M=0.26, SD=0.86) from
the first semester (M=0.29, SD=l .24). For the "at-risk" students, an increase (0.82) in the
second semester mean (M=0.82, SD=l.51 ), resulted in a 0.21 difference from the first
semester (M=0.61, SD=l .47).
Table 9
Means & Standard Deviations for Behavior Referrals by Semesters for Risk Groups
Non At Risk Students
nd
2 Semester
I st Semester
M=0 .29
SD=l .24
n(Non At Risk)= 34
n(At Risk)= 44

M=0.26
SD=0.86

At Risk Students
1st Semester
2 nd Semester
M=0.61
SD=l.47

M=0.82
SD=l.51
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Table 10 displays the semester data for the total group (both risk groups) for
fourth graders of 2003-2004. A slight increase (0.16) in the number of behavioral
referrals to the school office is shown in the second semester (M=0.54, SD=l.23) as
compared to M=0.38, SD=l .15 for the first semester.
Table 10
Means & Standard Deviations for Behavior Referrals by Semesters for Total Class
1st Semester

M=0.38
SD=l.15

t

1

Semester

M=0.54
SD=l.23

n = 78

Overall, the number of behavioral referrals to the school office for the fourth
grade students in 2003-2004 decreased for non "at-risk" students and increased slightly
for at- risk students and the total class.
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Parent/Staff Participation Records
Table 11
Parent Participation by Years for Selected Events
Event
Open House - Fall
Parent Orientation - Fall
Parent Teacher Conference - Fall

2003
f (%}
171 (60.00)
158 (59.00)
137 (48.00)

2004
f(%}
189 (66.00)
157 (55.00)
146 (51.00)

PTO - \V inter
Parent Appreciation Luncheon - Winter

72 (25.00)
123 (44.00)

57 (20.00)
134(46.00)

Parent Teacher Conference - Spring
Field Day - Spring
A wards Ceremony - Spring

120 (42.00)
63 (22.00)
192 (67.00)

117(41.00)
54 ( 19.00)
169 (59.00)

n=286

Table 11 shows parent participation by years for the 2002-2003 and 2003-2004
school years. In the table, f represents the number of students who were represented with
at least one family member at each event. It should be noted that this chart does not
include all of the school's events for the two years. Due to the difficulty of maintaining
accurate records of parent participation, many instances of parent involvement are not
documented. For example, parents dropped by the school to help with a bake sale, assist
with the Book Fair, or to share special talents and skills such as presenting golf skills to
the physical education classes. These events were not consistently documented.
Staff attendance/participation was mandatory at all events sponsored by the
school. Since attendance was mandatory, participation for staff averaged 94 %. It also
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should be noted that teacher interviews and parent surveys indicated teachers routinely
make themselves available to parents through conferences, phone calls, and "drop-by"
visits with parents at the school.

Teacher Perceptions of the School-Home Partnership Model
The impact of the School-Home Partnership Model was studied in relation to
teacher perceptions of the school. Teachers' perceptions were investigated concerning
communication with parents, parent/school meetings, and community/school
involvement.
A survey (Appendix B) was utilized to collect data concerning teachers'
perceptions toward the school. The instrument included both open-ended and closeended items. Table 12 presents the teachers' responses to the eighteen close-ended
statements. Due to space limitations, an abbreviated phrase was created for the table
representing each of the statements in the survey. The survey statements and their
abbreviated phrases follow:

Statements

Abbreviations

1. I provide information about my
students' progress so that parents
know how their children are performing in school.

Performance Information

2. I provide information about my
students' progress so that parents
know how their children are performing in school.

One Teacher Conference
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3. I effectively communicate both
positive and negative news about
students to their parents.

Positive/Negative News

4. I treat concerns about students
with respect and genuine interest
in developing solutions.

Parental Concerns

5. I communicate student expectations
to the parents of my students.

Student Expectations

The community supports Metter
Intern1ediate School.

Community Support

6.

7. I respond promptly to parent
notes and phone calls.

Prompt Response

8. Parents should be involved
in students' education.

Parental Involvement

9. The meetings at our school (for
example, Open House, Parent
Orientation, PTO, MIS School
Council) are interesting and helpful.

Meeting Helpfulness

10. I make parents feel valued and
welcomed at our school.

Parental Welcome

11. I regularly communicate to
parents about what is being
taught in my classes.

Regular Communication

12. I am effective in helping parents
know how to help students complete
assignments and make good grades.

Effective Communication

13. Community involvement is
important for a good school.

Community Involvement

14. Our school has an active and
effective parent organization (PTO).

Active PTO
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15. People from our community (for
example, police officers, nurses,
firemen, etc) come to the school to
help students learn important information.

Community Member Help

16. I have input into decisions about
parent and community involvement at
our school.

Teacher Input

17. The parents of my students regularly
attend PTO meetings.

Parent PTO Participation

18. I request infomrntion from parents on
their children's talents, interests, or needs.

Request Infomrntion

Teachers were asked to respond "strongly agree", "agree", "disagree", or
''strongly disagree" to the statements on the survey. Thirteen teachers responded to the
survey. Responses are shown by frequency, denoted by "f' on the chart, and parentheses
are used to indicate percent of respondents stating "strongly agree", "agree", "disagree",
or ''strongly disagree". The frequency and percent for items that showed no response are
recorded in the "no response" column on the table. Total percentages for each of the
statements may add to slightly more or less than 100 % in some instances due to
rounding.
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Table 12
Perceptions of the School - Teachers
Statements
1. Perfurrnance lnfor111ation

Strongly
Agree
f (%}

Agree
f (%}

X (6153)

5 (38.46)

Disagree
f (%}

")

One Teacher ( ·011 t'crence

5 (38 46)

4 (30.76)

J

Pusiti ,·e-Negati \'e

8 (6153)

5 (38.46)

4

Parcntal ( 'tmcerns

13 (100.00)

5

Student l·xpectatiuns

l)(692J)

4 (J0 .76)

(J

( ·ornrnun1ty Suppnrt

9 (69 23)

4 (30.76)

7

Pro111pt Response

9 (69.23)

4 (30.76)

X. Parental ln\'lih·e111cnt

12(9230)

I (7.69)

lJ . Meeting. Helpfulness

5 (3846)

8(61.53)

10 Parental Welco111c 12

(92.30)

I (7.69)

11. Regular ( 'ornmuni,catiun

2 ( 15 38)

IO (76.92)

I (7 .69)

12. Effecti,c ( ·omrnunication

3 (23.07)

9 (69.23)

I (7.69)

13 ( 'n111111unity lmoln:ment

11 (84.61)

2 (15 .38)

14 . Acti\'e PTO

5 (38.46)

7 (50.00)

I (7.69)

15. ( 'ommunity !\llember Help

6 (46.15)

5 (38.46)

2 (15.38)

8 (6153)

3 (23 .07)

2 ( 15 38)

I (7.69)

11 (84.61)

7 (50 .00)

4 (30.76)

J(L

Teacher Input

17 Parent PTO Participation
18 Rcqlll:st Information

I (7 .69)

Strongly
Disagree
f (%}
I (7.69)

No
Response
f (%}
3 (23 07)

I (7.69)
I (7.69)

IFl3

The findings indicated that over sixty percent of teachers "strongly agree" (with
the remaining percent for each item in the "agree" column) with items 1, 3, 5, 6, 7, 8, 10,
13, and 16. These responses show very positive attitudes toward providing information

about students' progress to parents, communicating effectively both positive and negative
news about student to parents, communicating student expectations to parents,
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experiencing community support for the school, responding promptly to parent notes and
phone calls, parental involvement in students' education, making parents feel valued and
welcomed at school, involving the community in the school, and having input into
decisions about parent and community involvement in the school. Responses to item 4
were 100 % "strongly agree". The responses to this item reflected a very positive attitude
towards developing solutions for student concerns with respect and genuine interest.
Teacher responses were also overwhelmingly positive for items 9, 11, 12, 14, and
15. For these items, 84-100 percent of responses were "strongly agree" and "agree".
These items indicated positive teacher attitudes about meetings at the school providing
interesting and helpful information, regularly communicating to parents about what is
taught in classes, helping parent know how to help students complete assignments and
make good grades, an active and effective parent organization, and people from the
community coming to the school to help students learn information.
Responses to items 2, 17, and 18 indicated mixed responses. Item 2 requested a
response concerning conducting at least one face-to-face conference with all parents of
homeroom students this school year. Three teachers gave no response and one indicated
''strongly disagree". However, this meant that 69 percent of teachers indicated "strongly
agree" or "'agree". Responses to item 17 about parents' regular attendance at PTO
meetings indicated that 93 percent of teachers indicated ''strongly disagree" or
"disagree". Lastly, responses to item 18 about teachers requesting information from
parents about children's talents, interest, or needs indicated 58 percent either indicated
''strongly agree" or "agree".
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In summary, teacher responses were overwhelmingly positive as indicated by the
large percentage of "strongly agree" and "agree" responses. Teacher perceptions as
indicated by this survey show strong, positive attitudes to communication with parents,
parent/school meetings, and community/school involvement.
The survey asked the teachers to complete two short answer responses. The
teachers were first asked to name the two most effective things that he/she did to keep
parents informed about their child's progress in school. In the teachers' responses student
agendas (spirally-bound calendars provided at no-cost to students which provides space
for recording assignments and units of study as well as space for parent and teacher
notes) were listed by seven of the thirteen teachers. The next most often mentioned
method for keeping parents informed about their child's progress in school was phone
calls by six of the thirteen teachers. Parent/teacher conferences were included in four of
the teacher responses. Other strategies included were: sending graded work home in a
timely manner, sending home test results, progress reports, letters, and monthly reports
concerning reading program.
The second open-ended response asked for teachers' input about how parent
and/or community involvement could be improved at the school. All suggestions
provided by teachers involve increasing parent/community/school communication. The
suggestions include:
1. have a day or two when parents shadow children.
2. invite all parents (make a real effort) to give their time and input in things that
will make our school a better place to educate children.
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3. send positive, individual post cards to students randomly to all students.
4. incorporate family science night and family math night into PTO programs
(students, parents, and teachers are involved) and reward students and parents
for attending school events such as PTO, family nights, etc.
5. give more incentives for parents to come to school.
6. focus more on careers utilizing parent talents and interest.
7. invite more community helpers to come and share.
8. send letters home in parents' home language.
9. require teachers to send home newsletters to inform parent about what is being
taught in the classroom and details about upcoming events (in addition to our
school newsletter).
10. provide a suggestion box/brag box for parents and community members.

Student Perceptions of the School-Home Partnership Model
The impact of the School-Home Partnership Model was studied in relation to both
non "at-risk" and "at-risk" student perceptions of the school. Student perceptions were
investigated concerning parental and community involvement with their teachers, school,
and their schoolwork.
A student survey was utilized to collect data concerning student perceptions of the
school. The instrument included both open-ended and close-ended items. Since the
researcher wanted to compare the impact of the School-Home Partnership Model on "atrisk" students to non "at-risk" students, placing an identifier for student surveys for "at-
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risk" students ensured confidentiality. This was accomplished by a difference in the
placement of one word on the student survey. In order to delineate for the researcher the
responses of '"at-risk" students and non "at-risk" students, on the surveys for "at-risk"
students, the word ''about" was located on the second line of the instructions for the
survey (Appendix D). The survey for non "at-risk" students (Appendix E) contained the
word "about" on the first line of the instructions for the survey.
Table 13 presents the non "at-risk" student responses to the twelve close-ended
statements. Due to space limitations, an abbreviated phrase was created for the table
representing each of the statements in the survey. The survey statements and their
abbreviated phrases follow:
Statements

Abbreviations

1. My parent/s usually help me
with my homework.

Parental Homework Help

2. I use my agenda to help me

Agenda Helpfulness

3. My parent/s feel welcome at school.

Parents Welcome

My parent/s volunteer to do
things in my school or classroom.

Parent Volunteers

get my schoolwork completed.

4.

5. My parent/s come to school
meetings and events.

Parent Attendance

My teachers send home my
work for my parent/s to see.

Work Sent Home

7. My teachers send notes home to
my parent/s.

Notes Sent Home

6.
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8. My teachers call my parent/s.

Teacher Phone Calls

9. My teachers send email messages
to my parent/s.

Teacher Emails

10. My teachers send invitations to
my parent/s for school programs,
class celebrations, and other special
events.

Teacher Invitations

11. My parent/s know what I'm
studying in school.

Parental Knowledge

12. People from our community (for
example nurses, firemen, police
officers) come to my school to help
me learn important information.

Community Member Help

Students were asked to respond by indicating, "strongly agree", "agree",
"disagree", or "strongly disagree" to the statements on the survey. Eighty-nine non "atrisk" students responded to the survey. Responses are shown by frequency, denoted by

"f' on the chart, and percent of respondents stating, "strongly agree", "agree", "disagree",
or ''strongly disagree". Parentheses are used to indicate percent. Total percentages for
each of the statements may add to slightly more or less than 100 % in some instances due
to rounding. Chi-square for goodness of fit test was utilized to determine if frequency
results fit an evenly distributed pattern expected on the basis of chance or showed a
specific pattern indicating positive or negative attitudes. An alpha level of .01 was used
to determine statistical significance. Items marked with an asterisk were found to be
statistically significant.
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Table 13
Perceptions of the School - Non "At-Risk" Students

Statements

Strongly
Agree
f (%)

Agree
f (%)

Disagree
f (%)

Strongly
Disagree
f (%)

I.

18 (20.22)

59 (66.29)

10 ( 11.23)

2 (2.24)

87.69*

32 (35.95)

36 (40.44)

16 (17.97)

5 (5.61)

28.24*

3. Parents Welcome

49 (55 .05)

37 (41.57)

3 (3.37)

P:.irent Volunteers

I 9(21.59)

27 (30.68)

33 (37.50)

9 (10.22)

14.73*

5 Parent Attendance

24(2(J.%)

42 (47.19)

19(21.34)

4 (4.49)

19.59*

6. \\'nrk Sent ! lome

31 (34.83)

38 (42.69)

16 (17.97)

4 (4.49)

17.78*

7. Notes Sent l lome

21 (23.59)

40 (44.94)

17 (19.10)

11 (12.35)

2141 *

X. Teacher Phone ( 'alls

4 (-l49)

25 (28.08)

27 (30.33)

32 (35.95)

6.92

9. Teacher h11ails

5 (5.61)

8 (8.98)

27 (30.33)

49 (55.05)

56.33*

JU ·1eacher ln,it:.itiims

39 (43 82)

35 (39.32)

15 ( 16.85)

l l. Pan:ntal Knowledge

45(5113)

26 (29.54)

6 (6.81)

1 ( 1.13)

56.47*

12 . Com111unity Member Help

33 (37.07)

48 (53.93)

5 (5.61)

3 (3.37)

36.23*

1

4

P:.m:ntal l !ome,, ork l kip
.-\grnd:.i l lclpt'ulnes~

Chi-sq

59.78*

23.05*

dt'=-4
n=89

The findings indicated that the majority of non "at-risk" students "strongly agree"
or ""agree" that their parents usually help them with homework, feel welcome in the
school, come to school meetings and events, and know what they are studying at school.
Additionally, the majority of non "at-risk" students "strongly agree" or "agree" they used
agendas to help them get schoolwork completed, teachers sent home their work for their
parents to see, their teachers sent home notes to their parents, their teachers sent
invitations to their parents for class and school events, and that people from the
community came to school to help them learn important information. All of these
responses were statistically significant at an alpha level of .01.
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Non '"at-risk" student responses to whether or not their parents volunteered to do
things in their classrooms and/or school (item number 4) showed that approximately 48%
of the students '"strongly disagree" or "disagree" with this item. Also, student responses
to whether or not their teachers sent email messages to their parents showed that
approximately 85% of students "strongly disagree" or "disagree" with this item. Both of
these survey items were statistically significant at alpha level of .01. The only item that
was not statistically significant at an alpha level of .01 level was item 8 concerning
whether teachers called their parents.
Students were asked to response to one open-ended item concerning what would
make the school a better school. Seventy-seven non "at-risk" students responded.
Approximately 25% of the comments were related to increasing activities and events for
parents and students. Themes that were evident include students being involved in more
activities like a school newspaper, boys and girls clubs, events in the community, school
assemblies and performance, more field trips and fun activities, and more parent
participation. Improving the playground with extra equipment was mentioned in over
10% of the comments.
In summary, non "at-risk" students as measured by the student survey showed
positive perceptions concerning parental and community involvement with their teachers,
school. and their schoolwork.
Table 14 presents "at-risk" students responses for each of the twelve closed-ended
statements in the survey instrument. The abbreviated phrases used for this table are the
same as those for the non '"at-risk" students' survey.
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Again, chi-square for goodness of fit test was used to determine whether
frequency results fit an evenly distributed pattern expected on the basis of chance or
showed a specific trend indicating positive or negative perceptions. An alpha level of .01
was utilized to determine statistical significance. Survey items identified with an asterisk
were found to be statistically significant.
Table 14
Perceptions of the School - "At-Risk" Students
Strongly
Agree
f (%)

Agree
f (%}

Disagree
f (%)

Strongly
Disagree
f (%)

14 (23.33)

37 (61 .66)

8(13.33)

l (1.66)

48.68*

2. Agenda I lclp!'ulness

18 (30.50)

29(49.15)

5 (8.47)

7 (11.86)

24.61 *

3. Parents Welcome

26 (43.33)

31(51.66)

3 (5.00)

-l. Parent \'olunteers

12 (20.00)

26 (43.33)

13 (2 I .66)

9 (15.00)

11.34*

5 Parent J\llendance

11 ( 18 .33)

32 (53.33)

13 (21 .66)

4 (6.66)

28 .68*

6. Work Sent Home

25(41.66)

25 (41 .66)

5 (8.33)

5 (8.33)

26.68*

7. Notes Sent I lome

18 (30.00)

26 (43.33)

13 (21.66)

3 (5.00)

18.54*

8. ·1cacher Phone Calls

10(16.66)

18 (30.00)

18 (30 .00)

14 (23 .33)

2.94

9. Teacher f:mails

I (Ui6)

6 (10.00)

27 (45 .00)

26 (-l3.33)

36.14*

IO. ·1each er Imitations

23 (38 98)

24 (40.67)

9 ( 15.25)

3 (5.08)

23.54*

11. Parental Knowledge

2(1 (-l-l 06)

22 (37.28)

IO (16.94)

l (1 .69)

26.08*

12 Community f\krnber I lclp

20 (34.48)

20 (34.48)

9 (15.51)

9 (15.51)

8.14

Statements
1. Parental I lomework I lelp

Chi-sg

34.74*

dt= J
n=59

The findings indicate that a majority of "at-risk" students "strongly agree" or
""agree" that their parents usually helped them with homework, felt welcome in the
school, came to school meetings and events, and knew what they are studying at school.
Additionally, the majority of non "at-risk" students "strongly agree" or "agree" that they
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used agendas to help them get schoolwork completed, teachers sent home their work for
parents to see, teachers sent home notes to their parents, teachers sent invitations to their
parents for class and school events, and parents volunteered to do things in their
classroom and school. All of these responses were statistically significant at an alpha
level of .01.
Unlike the responses of the non "at-risk" students, "at-risk" students' responses to
item 12 about whether people from the community came to school to help them learn
important information were not statistically significant. The majority of non "at-risk"
students indicated "strongly agree" and "agree" for this item.
Responses for both non "at-risk" students and "at-risk" students for the item about
whether teachers called their parents were not significant at an alpha level of .01. the
Both risk groups' responses to the item about whether teachers sent email messages to
their parents indicated the majority of responses as "strongly disagree" and "disagree".
These responses were statistically significant at an alpha level of .01.
"At-risk" students were asked to respond to the same open-ended item
concerning what would make the school a better school. A need for more playground
equipment was expressed in approximately 20 % of the comments. Approximately 10%
of non "at-risk" students mentioned this same need. Approximately 14% of "at-risk"
students comments related to increased activities such as summer school, more materials
for classroom use, more learning time, and more field trips.
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Parent Perceptions of the School-Home Partnership Model
The impact of the School-Home Partnership Model was studied in relation to
parent perceptions of the school. The perceptions of parents of non "at-risk" students and
·'at-risk" students were investigated concerning communication with teachers,
parent/school meetings, and community/school involvement.
A parent survey was utilized to collect data concerning parent perceptions of the
school. The instrument included both open-ended and close-ended items. Since the
researcher wanted to compare the impact of the School-Home Partnership Model on "atrisk" students to non "at-risk" students, placing an identifier for parent surveys for
parents of "at-risk" students" ensured confidentiality. This was accomplished by a
difference in the placement of one word on the parent survey. In order to delineate for
the researcher the responses of parents of "at-risk" students and non "at-risk" students,
on the survey (Appendix H) for parents of "at-risk" students, the word "about" was
located on the second line of the instructions for the survey. The survey for parents of
non "at-risk" students (Appendix I) contained the word "about" on the first line of the
instructions for the survey.
Table 15 presents the responses of the parents of non "at-risk" students to the
twenty close-ended statements. Due to space limitations, an abbreviated phrase was
created for the table representing each of the statements in the survey. The survey
statements and their abbreviated phrases follow:
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Statements

Abbreviations

1. I am provided enough information
about my child's progress so that I
know how he/she is performing in
school.

Performance Information

2. I have had at least one face-to-face

One Teacher Conference

3. I am confident that I can easily
contact my child's homeroom
teacher if a problem arises.

Contact Teacher

4. My child's teacher sends home

Regular Work Review

5. My child's teachers effectively
communicate both positive and
negative news about my child.

Posi ti ve-N egati ve

6. My concerns about my child are
treated with respect and genuine
interest in developing solutions.

Parental Concerns

7. I know what is expected of me
by MIS in order to help my child
expenence success.

MIS Expectations

8. Community members come to

Community Member Help

9. I am knowledgeable about
programs and activities at MIS.

Program Knowledge

10. The meetings I have attended at
MIS this year (for example: Open
House, Parent Orientation, PTO,
School Counci 1) have been
interesting and helpful.

Meeting Helpfulness

conference with my child's homeroom teacher this school year.

student work for me to review on
a regular basis.

our school to help students learn
important information.
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11. My child's teacher knows and
appreciates my child's unique
abilities and interests.

Child Uniqueness

12. I feel welcome at MIS.

Welcome at MIS

13. My child's agenda provides
helpful information about what
is studied in school.

Agenda Helpfulness

14. My child's teacher/s regularly
communicated with me about
what is being taught.

Regular Communication

15. I feel that I can help my chi Id
complete assignments and make
good grades.

Assist with Homework

16. I have input into decisions that
are made at school.

Decision Input

17. The community supports MIS.

Community Support

18. I regularly attend Parent Teacher
Organization (PTO) meetings
and other special events at the school.

Meeting Attendance

19. I volunteer to help in my child's
classroom or the school in general.

Parent Volunteers

20. I could better assist my child
learn if teachers gave me more ideas.

Teacher Ideas

Parents were asked to respond by indicating "strongly agree", "agree", "disagree",
or "strongly disagree" to the statements on the survey. Forty-four of the parents of non
"at-risk" students responded to the survey. Responses are shown by frequency, denoted
by "f' on the chart, and percent of respondents stating "strongly agree", "agree",
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"disagree", or "'strongly disagree". Parentheses are used to indicate percent. Total
percentages for each of the statements may add to slightly more or less than 100 % in
some instances due to rounding. Chi-square for goodness of fit test was utilized to
detennine if frequency results fit an evenly distributed pattern expected on the basis of
chance or showed a specific pattern indicating positive or negative perceptions. An alpha
level of .01 was used to detennine statistical significance. Items marked with an asterisk
were found to be statistically significant.
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Table 15
Perceptions of the School - Parents of Non "At-Risk" Students
Strongly
Agree
f (%}

Agree
f (%}

Disagree
f (%}

Strongly
Disagree
f (%}

15 (34.09)

25 (56.81)

3 (6.81)

I (2.27)

34.18"'

24 (54.54)

12 (27.27)

6 (13.63)

2 (4.54)

25.08"'

28 (65.11)

13(30.23)

2 (4.65)

46.27"'

4. Regular Work Review

16 (36.36)

25 (56.81)

3 (6.81)

25.90"'

5. Positive-Negative

17 (39.53)

20 (46.51)

6 (13.95)

12.90"'

Parental C'oneems

17 (38.63)

27 (61.36)

7 MIS Fxpeetations

I 9 (43.18)

23 (52.27)

2 (4.54)

22.27"'

8. Community Member Help

11 (25.58)

30 (69.76)

2 (4.65)

40.18"'

9. Program Knowledge

17 (39.53)

22 (51.16)

4 (9.30)

18.82"'

10. Meeting Helpfulness

16 (37.20)

27 (62.79)

II. Child Uniqueness

17 (38.63)

22 (50.00)

12. Welcome at MIS

28 (63.63)

16(36.36)

13. Agenda Helpfulness

19(43.18)

18 (40.90)

7 (15.90)

14. Regular Communication

5 (11.36)

22 (50.00)

16 (36.36)

15. Assist with Homework

17 (38.63)

26 (59.09)

I (2.27)

32.81"'

16. Decision Input

7 (16.27)

23 (53.48)

13 (30.23)

14.90"'

17. Community Support

16 (37.20)

25 (58.13)

2 (4.65)

27.45"'

18. Meeting Attendance

9(21.42)

24(57.14)

9(21.42)

16.08"'

19. Parent Volunteers

12 (27.90)

20 (46.51)

11 (25.58)

7.45

20. Teacher Ideas
df=J
n=44

3 (6.97)

27 (62.79)

12 (27.90)

Statements
1. Performance Information
2 One Teacher Conkrence
Contact Teacher

(1.

Chi-sg

26.54"'

25.54"'
17.54"'

5 (11.36)

28.54"'
11.72"'
I (2.27)

I (2.32)

25.63"'

38.26"'

The findings indicated that all responses of parents of non "at-risk" students were
statistically significant at the .01 alpha level except item 19 concerning whether parents
volunteered to help in their child's classroom or the school. The majority of the
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responses for each of these statistically significant items indicate "strongly agree" or
"agree". These positive response items include: receiving enough information about
children's progress in school, at least one face-to-face conference with their children's
teachers, confidence that their child's homeroom teacher can be easily contacted,
receiving student work to review on a regular basis, receiving positive and negative news
about their children, an attitude of respect and genuine interest in concerns, understanding
school expectations, knowledgeable about programs and activities at the school, helpful
meetings such as at PTO, felling welcome at the school, usefulness of children's agendas,
input into decisions at the school, acknowledging community support for the school, and
the perception that their children could learn more if teachers gave more ideas.
Parents of non-at risk students were asked to response to two open-ended items.
The thirty-two responses to the first item concerning the most helpful things that my
child's teacher(s) do to help my child in school generated several themes. Twenty-five
percent of the responses indicated that the student agendas were very helpful.
Approximately 50 % of responses identified warmth, caring, and personal attention.
Examples of comments included:
I. creating trust and independence.
2. creating a positive environment and encouraging each child to fulfill their
potential.
3. providing positive reinforcement for good behavior.
4. being attentive and understanding.
5. communicating positive and negative aspect of my child's performance and
behaviors.
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6. caring and respectful attitude toward my child.
7. displaying positive attitudes (teachers).
8. respecting individuality.
9. encouraging child to be his best.

Thirty-one parents of non ''at-risk" students responded to the second open-ended
item about how the school could better serve them and their child. Thirty-three percent
of these responses related to suggestions for increasing communication between the home
and school. Examples of suggestions included:
1. increase the number of parent/teacher conferences.
2. check consistently to see that students have written down assignments in
agendas before they leave school.
3. update grades in the computerized grade system more often (parents have
access to grades through internet.
4. increase parental awareness of topics of study.
5. utilize agendas more thoroughly for information about curriculum.
6. give more advance notice of meetings and events.
7. provide mid-term progress report at all grade levels.
Tab le 16 presents responses of parents of "at-risk" students for each of the
twenty-one closed-ended statements in the survey instrument. The abbreviated phrases
used for this table are the same as for the survey for parents of non "at-risk" students.
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Due to the small number of respondents to this survey, chi-square for goodness of
fit was not used. Responses are shown by frequency, denoted by "f' on the chart, and
percent of respondents selecting "strongly agree", "agree", "disagree", or "strongly
disagree". Parentheses are used to indicate percent. Total percentages for each of the
statements may add to slightly more or less than 100 percent in some cases due to
rounding. A "no response" category indicates survey items that received no response.
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Table 16
Perceptions of the School - Parents of "At-Risk" Students

Statements

Strongly
Agree
f (%)

Agree
f (%)

Disagree
f (%)

I. Pcrt't1r111a11ce In formation

5 (31.25)

9 (56.25)

2 (12.50)

2. ( ·on tact teacher

7 (43 .75)

9 (56.25)

3. I iomcroom Contact

7 (43.75)

9 (56.25)

-l . Regular Work Review

6 (37.50)

7 (43.75)

5. Positm;-Negative

4 (25.00)

12 (75.00)

6. Parental Concerns

6 (37.50)

9 (56.25)

I (6.25)

7. MIS Expectations

6 (37.50)

9 (56.25)

I (6.25)

8. Community Member Help

5 (31.25)

9 (56.25)

I (6.25)

9. Program Knowledge

3 ( 18.75)

11 (68.75)

2 (12.50)

IO. Meeting I lelpfulncss

5 (31.25)

11 (68.75)

II. Child Uniqueness

3 (18.75)

12 (75.00)

12 . Welcome at MIS

8 (50.00)

8 (50.00)

13 . Agenda l lelpfulness

7 (43.75)

7 (43.75)

14. R.cgular Communication

5 (31.25)

10(62.50)

15 . Assist with homework

7 (43 .75)

7 (43.75)

2 (12.50)

16. Decision Input

I (6 .25)

11 (68.75)

l (6.25)

17. ( ·ommuni ty Support

4 (25.00)

10(62.50)

I (6.25)

18. Meeting Attendance

l (6.25)

8 (50.00)

5 (31.25)

19. Parent Volunteers

4 (25.00)

6 (37 .50)

6 (37.50)

20. Teacher Ideas

4 (25.00)

9 (56 .25)

2 (12.50)

Strongly
Disagree
f (%)

No
Response
f (%)

3 (18.75)

I (6.25)

I (6.25)

l (6 .25)

I (6.25)
l (6.25)

2 (12.50)

I (6.25)
I (6.25)

I (6.25)

I (6.25)

I (6 .25)

11 = 16

The majority of responses to each item were "strongly agree" and "agree" for all
items. These items related to receiving enough information about children's progress in
school, at least one face-to-face conference with their children's teachers, confidence that
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their child's homeroom teacher can be easily contacted, receiving student work to review
on a regular basis, receiving positive and negative news about their children, an attitude
of respect and genuine interest in concerns, understanding school expectations,
knowledgeable about programs and activities at the school, helpful meetings such as at
PTO, feeling welcome at the school, usefulness of children's agendas, input into
decisions at the school, acknowledging community support for the school, and the
attitude that children could learn more if teachers gave parents more ideas. Two items
that contained more than 35% of responses of "strongly disagree" and "disagree"
concerned whether parents volunteered in their children's classroom and in the school
and if they regularly attended PTO meetings.
Parents of "at-risk" students were asked to respond to two open-ended items. The
eleven responses to the first item concerning the most helpful things that my child's
teacher(s) do to help my child in school included the following ideas: making
modifications for special needs, working closely with individuals, and listening.
The ten responses to the second item concerning how could the school better serve the
parent and chi Id produced the following ideas: check agendas to make certain homework
is written down before children leave school each day, provide fun activities for the
children, and recognize the good work done by the teachers.
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Key Informant Interviews
Teachers at the school were used as key informants regarding the School-Home
Model. Semi-structured interviews with the principal investigator were conducted in
order to gain understanding of the model and to obtain suggestions for increasing the
staffs effectiveness in reaching out to families. In order to provide confidentiality, any
direct quotes from individual teachers were identified as Tl, T2, etc.
The list of interview questions is as follows:
1. How are parents involved at our school?
2. What are the best ways to keep parents informed about their child's progress
in school?
3.

In \\;hat ways do you communicate with parents? Which ways are the most
effective?

4. What strategies do you use to get to know your students and their parents?
5. Do you ever invite parents to come to school? If yes, tell some of the reasons
you have invited them. What were the results?
6. What is the role of the teacher in home-school communication?
7.

How could our school increase parent participation in children's education?
What differences, if any, are there between involving parents of '"at-risk"
students (special education or Early Intervention Program students) and non
""at-risk" students?

8. Do you give any specific help to parents in order for them to assist their child
with academics? If so, please explain.
9. What are the advantages/disadvantages of our school agendas? How can we
use them more effectively?
10. Is there anything else you would like to say about our school? What can we
do to improve home-school communication, student behavior, and academic
success?
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Responses to the interview question concerning how parents were involved at the
school provided evidence of fonnal and infonnal opportunities for parents to be involved.
Examples of traditional participation included meetings of the Parent Teacher
Organization (PTO), parent-teacher conferences, phone calls to and from staff members,
volunteering to provide assistance with field trips, participation in Open House at the
beginning of the school year and Parent Orientation meetings, Book Fairs, contributing to
bake sales, donating money and/or items for needy children, donating items needed by
the school such as sand, dirt, and pine straw, attendance and assistance with Science
Fairs, and reading and acknowledging receipt of monthly school newsletters.
Examples of participation opportunities that could be viewed as less traditional
include: involvement of parents in use of student agendas (spirally-bound calendars
provided at no-cost to students that provides space for recording assignments and units of
study as well as space for parent and teacher notes), attendance of parents at Jeopardy
quizzes (involves students in competition utilizing questions based on the school's
curriculum in an electronic, simulated game fonnat), Parent Appreciation Luncheon that
included educational door prizes for parents and students, involvement of parents in
teaching of units of instruction such as golf in physical education classes, and
participation in school council meetings [In Georgia, these councils are mandated by law
to include at a minimum the school principal, two teachers at the school, two parents of
children at the school, and two businesspersons and are viewed as advisory groups to the
schools and boards of education (Georgia School Council Institute, 2000).]
An insight provided by T4 indicated,
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"I can't remember everything that's gone on, but I just see that it seems
like more parents are concerned ... stopping by the school or calling the
school or sending notes wanting to know what's going on ... and they
send money, stuff for the bake sale ... collecting for the cancer society and
extra money for going on a field trip for a child that may not have a way to
go."
Additionally, Tl commented, "Parents are involved because teachers see so many
of them each nine weeks or they call them on the phone and they come for conferences."
These comments indicate an atmosphere of parent responses to and from the school and
presence in the school.
In response to questions two and three concerning the best ways to keep parents
informed about their child's progress in school, fifty percent of the teachers identified
phone calls. T4 summarized the importance of phone communication as,
"I'm a believer in getting on the telephone. I do think it's good to have a
phone in your room and it's nothing like talking -personal talking about
what I'm seeing in the child. You don't have to wait around to call.
They're right there. And, sometimes, you let the child go with you to the
phone to talk to so-and-so and he's going to explain to you what's going
on."
Student agendas (spirally-bound calendars provided at no-cost to students which
provides space for recording assignments and units of study as well as space for parent
and teacher notes) were identified by ninety percent of the teachers as an effective way to
keep parents informed about their child's progress. T7 described the value of agendas, as
'" ... the agendas that the children have are great communication pieces if
you use them correctly. And I just think that is the best way because all of
the time, you just can't get to the telephone to call parents but using those
agendas have been the best way in communicating with them. I have
parents that write notes back to me and I write parents notes to them and
also, when a child is going to be out, they let me know by writing it in the
agenda that the child will be out."
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Other responses from teachers indicated agendas as part of the formula of total
communication with parents. As TS indicated, "The best way I think is face to face
communication. That isn't always possible or feasible but I think it's the most effective.
There's always a phone call. I know you can't do that all of the time but it certainly
works well. The agenda works well for daily communication."
Since approximately ten percent of the school population is Hispanic, there was
evidence that teachers have found some ways to overcome language barriers. For
example, T8 indicated," .... a list of phrases in Spanish to the teachers so that they could
write down in the agenda in Spanish ... I know, for sure, that some are ... that's a
helpful way."
Perhaps, T9 summarized the gist of teacher responses with her comment that the
best way to keep parents informed about their child's progress in school is frequent
communication. It is apparent by the teachers' answers that multiple, on-going
communication was taking place in the school. In addition to agendas, phone calls, and
face to face communication, teachers send home graded papers, conduct informational
meetings such as Open House, send home mid-term reports of student progress, school
newsletters, and have a method for keeping parent information such as phone numbers
and email addresses handy so that communication can readily happen.
A number of teacher's comments reflect the importance of personal
communication. As T8 explained,
" ... the most effective way, really, is person to person, talking to them
whey they come or telephone calls. Because I know that way, for me, and
seeing them when they come to my room, I can explain to them in a little
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more detail what is going one. For me, I can't write everything in the
agenda that they would need to know."
Teachers' access to phones was noted as very important in the success of phone
communication. As noted by T9, "It helps having the phone in the room-it does. Not
that you would stop teaching and call but during my planning period, we call a lot of
parents then and before school and after."
It was obvious that teachers' efforts to communicate with parents were facilitated
by administrative decisions such as having phones in classrooms, release time for parentteacher conferences, planning periods, school-wide newsletters, and purchased materials
such as student agendas. However, individual teacher commitment was necessary as T7
indicated, ··1 thi_nk it's (communication's) just something individual teachers choose to
d0. "

Question four related to strategies used to get to know the students and their
parents. Themes in teachers' responses included: meeting with parents, providing an
open door policy to the classroom, sending home introductory letters, conducting
required conferences, providing questionnaires to child and parent about interests,
providing students with opportunities to write about themselves, completing interest
inventories, talking informally with students and parents at ball park, etc., communicating
with fonner teachers of the students, greeting students when arriving at school, learning
the culture of the home, knowing where the children and their families live, giving a ride
to church or community events, organizing special board displays in room about
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individual children and their families, and being generally approachable and available to
students and their families.
T6 obviously understands that establishing rapport with some students and
families involves communication away from the school campus. She said, "'I also go out
in the community, watching football games and talking. I get out of the building." A
similar view was expressed by T2, "One on one interaction with kids, just talking with
them and sometimes, joking with them. They react to that."
The best way to get to know your students and parents is to approach formal
opportunities such as teacher-parent conferences as a means to establish rapport. For
example, as T7 indicated, "When I have conferences, I'll invite the parent to come in and
to talk about their child. But before I start my conferences, I always ask the parent how
they are doing and they give me a little information bout themselves through just asking
that question."
T 4' s comments provides insight into the conscious effort required to lay the
groundwork for knowledge of students and their lives when she said,
" ... the main thing-through the year you learn that child by talking to
that child and allowing that child to come up to you, especially during a
recess time or down time to talk to you about things that are going on in
their lives or whatever. When you see a strategy, I think you have to
allow yourself to be open or seek a rapport with a child enough that they
feel comfortable coming to you and approaching you and saying that soand-so is going on. That's the strategy - developing a rapport with a child
that they feel like they can talk to you .... your demeanor-how you react
to children ... you can either be of course I want to hear this or don't
bother me."
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Question five regarding whether the teacher invited parents to come to school and
the reasons and responses, produced mixed results. Tl O stated, " I guess I probably
should more than I do. It doesn't occur to me a lot of times to invite them."
Additionally, T4 stated,
"No, I do not. I think it's a good thing but the problem (or excuse) is that I
don't have the time. I think it lends itself to what type of subject you 're
teaching as far as a parent coming to help out and share something in a
certain curriculum or whatever. They're welcome to come, I don't know
that I've ever issued it."

It is important to consider that even though T7 indicated a lack of direct success
from invitations, the teacher was successful in providing an atmosphere that welcomed
parents. As she said,
'"I haven't been very successful in that, when you invite them, they've got
their own agenda. One particular parent ... she (the child) really didn't
need the parent there, but I felt that the parent thought she needed to be
there sometimes and so, in the morning times, she would come in with the
child. I know it may have bothered some people, but it didn't bother me
because, I don't know, I thought she felt she needed it or the child may
have in some way that I couldn't see. Yeah, and they get a good feeling
about things like that when they are able to come into the classroom and
they're not feeling that you don't want them there. Yes, and I want to try
and give that feeling to all of my parents so that I don't mind them coming
in to my classroom because, of course, I'm not going to be doing anything
I'm not supposed to."
As in the teacher's response above, a number of responses indicated an attitude of
openness, acceptance, continual flow of invitations, and building on successes through
positive experiences at school events. For example, T5 stated,
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"I've certainly invited them to PTO. Not all come to that. I've invited
them to come and participate when we've had field day activities. Some
to cook for activities. I've invited them to come for Honors Day programs
and invited for the parent lunches. I try to tell my parents that if they need
to come by for anything to stop by ant time they need to and when I get to
a good stopping point, I' 11 be glad to talk to them."
T6' s comments further support this idea,
"I've invited parents, usually for fun things. Jeopardy football, of course
and I usually have children's academic events such as Science Fairs, any
of that sort of thing. I've seen parents be there and proud of those students
and once to one event, they are eager to come to another. I've often seen a
student draw in more parents. They'll talk and say that they really should
come."
Further supporting positive, ongoing invitations and openness, T3 said,
" ... and ask them to come visit for book fairs and things like that. .. And
they know they are always welcome, I guess that's why I don't make it a
deliberate invitation. I send out a letter at the beginning of the year that
gives them my phone number at home and also my phone number here
and tell them there's an open door policy."
T8 summarized the need for ongoing invitations by stating, "It helps them
(parents) to know what's going on here and how the child is doing. It helps them feel
more a part of the community as a whole."
Overwhelmingly, the teachers interviewed responded to question six regarding the
role of the teacher in home-school communication as the teacher's responsibility. As T4
stated,
"I think it goes back to the teacher setting the tone that they are willing to
listen. I think that orientation (meetings) and open house will set the tone

85

or you can set the tone during that time ... And I think that's its important
for all levels of education but some parents feel intimidated by the school
situation and I think you certainly need to work on that to make sure they
feel welcome and that you understand of whatever."
TS emphasized that the teacher must be the instigator when she said,
" .. if the teacher does not start the process, then there will not be any
communication with many of the parents .... I think it's very important
that the teacher makes sure that communication is happening."
The importance of honesty was emphasized by comments similar to T3, "Role of
the teacher in home-school communication, I would say, would be to tell the parents up
front what is going on with their child. Not telling them what they want to hear but being
honest." And, as Tl 1 stated, "My role would be to keep the parent informed on what is
going on, whether it be good or bad." T9 stated this involves more that just academic
infomrntion and should include behavioral and social issues.
A strong commitment to involving parents was needed as noted by Tl O regarding
scheduled meetings with parents. She says,
"When we set up IEP (Individual Educational Placement meetings for
special education students) meetings, the parent will say then can't come
but go ahead and have the meeting. Sometimes they don't realize that we
can change the time, we can reschedule because I have done that a lot of
times. If I have an IEP meeting scheduled, I'll ask the student if his mama
is coming. And then, just having them on the phone to talk and realizing
that they checked no because they couldn't come at that time but we can
reschedule."
In summary, for responses to question 6, teachers indicated that the teacher must
show the initiative in home-school communication, accept that the responsibility for
home-school communication and must be the leader in the process.
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Question 7 was a two-part question involving how to increase parent involvement
and the differences, if any, between involving parents of "at-risk" students (special
education or Early Intervention Program students) and non "at-risk" students. Two
suggestions were given for increasing parental involvement to both groups of students
and parents. T 1 suggested the use of teacher newsletters to parents in addition to the
school-wide newsletter. T6 felt that compiling a list of hobbies and special interests from
parents might be helpful in identifying parents who would be willing to share information
as resource speakers at the school.
Differences in reaching out to parents of "at-risk" students revealed numerous
suggestions and insights. As T2 stated, "I really believe that some parents are afraid of
the school system, that we a jumping at them and perhaps they don't really trust in the
system. Try to reach them at home, if possible ... " TS elaborated that
"we need more contact with them ("at-risk")-sharing and seeing what
you see in the classroom on a regular basis and communicating with them
and helping them to understand test results and showing them what
progress their child is making or what areas they are struggling in and
offer any suggestions that you may think would help with that particular
situation."
T4 said,
"I want those parents (parents of''at-risk" students) to come in and sit
down during that class time and just watch what's going on and look-this
is what we do and what it's all about and to see the relationship or how the
teacher is relating the student and what she does in that classroom."
At times alternate activities and focusing on the successes of "at-risk" students
were needed. As T3 stated,
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"I think the boys program (for "at-risk" youth through federal and state
funds) has involved our children the most in getting parents here because
we did the family night and I think they feel that communication, that
connection with the community ... I think, possibly, because there's been
so much negative in an "at-risk" child's life. I think opening up the
communication involving positive celebration with children .. I find that
some of the children I need to see, if I called their parent on the phone, and
which we did, you know, I'd call them and say that I wanted to let them
know that their child made a 100 on a spelling test. Then that kind of
broke a barrier and they were a little less reluctant to come in ... I think a
lot of personal attention added to the score helps."
In summary, for involvement with parents of "at-risk" students, responses
indicated necessity of alternate activities, which may lead to more involvement,
commitment to establishing lines of communication based on positive messages, more
personal attention, necessity of focusing on overcoming negativism and making
experiences with the school non-threatening, and purposefully providing opportunities to
celebrate successes of "at-risk" students.
In response to question 8 about specific help given to parents in order to assist
their child with academics, the following items were included: providing a course
syllabus at the beginning of the year, study guides and flashcards, requiring students to
write assignments and topics of study in agendas, calling parents to discuss specific
academic concerns, suggestions of books, software, and websites, providing tapes of
social studies textbook, checking out personal books to students and parents, connecting
parents and students with summer school programs and encouraging summer reading,
sending extra practice sheets home with the child, involving parents in helping student
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with organization of notebooks for subject areas. Perhaps T9 described the dedication and
tone needed when she said,
"'We have conferences. If they call me, yes ... just like (parent's name), I
talked with her about how to work with (student's name) because (student)
was saying that he didn't need his mother's help, I can study. He'd go
back and study for 10, 15, or 30 minutes by himself and then come .. and
you can't do that. You've got to call them out to him and that study guide
is one way to do it."
In other words, the teacher must help the parent know how to study with the child.
A teacher must be tuned in to the specific needs of the parent and child. This view
reflects the belief that a parent-teacher conference is not just about reporting how the
child is doing but involves specific, individual attention based on the student's and
parent's needs.
The advantages and disadvantages of student agendas (spirally-bound calendars
provided at no-cost to students which provide space for recording assignments and units
of study as well as space for parent and teacher notes) were addressed in question 9. It
should be noted that the school has utilized agendas for three years. Students are required
to write daily assignments in their agendas. Parents are encouraged to include notes to the
teacher in the agendas. Teachers also write notes to parents in the agendas.
Overall responses were very favorable concerning use of student agendas.
Advantages included: open communication that is not intimidating to parents, provides
awareness to parents of topics being studied, helps students remember needed items such
as field trip money, etc., teaches organizational skills, helps parents to know expectations,
helps with student behavior because child realizes that notes in agendas are serious and
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must be signed, and mutually supporting the effort of agendas by having school-wide
expectations for their use.
Some disadvantages and suggestions emerged. It takes a lot of time to check
agendas but numerous teachers have overcome this barrier by assigning student helpers to
assist with checking agendas. Lack of parental support in limited cases was a problem,
but as T4 indicated ... "lots of time (you must) make exceptions. Nothing is one hundred
percent all the time." Success of agenda utilization is dependent on knowledge of the
child and family. As Tl indicated," ... a lot of times the kids get really upset because
their parent comes home really late, so they don't get it done or they are still in bed when
the child leaves in the morning."
T9 summarized the overall feeling of the use of agendas by saying, "They're
(agendas) wonderful. This is just something I need to do, in making sure that each child
writes something in every class. It's hard. But when I do, it makes a difference."
Responses to question 10 concerning what else can be done to improve homeschool communication, student behavior, and academic success provided the following:
1. provide diversity training for staff so as to improve understanding of different
cultural backgrounds.
2. make certain that discipline is done privately (not in the hallways).
3. increase information to teachers about standards and expectations for
curriculum and behavior.
4. increase personal communication between teacher/grade level and parents.
5. involve all parents no matter what it takes.

CHAPTER V
SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS
This study investigated the impact of the School-Home Partnership Model at
Metter Intermediate School, a small rural school in southeast Georgia. The subjects of
this study were parents, students, and teachers of the school. Quantitative methods and
interviews were used to collect and analyze data. These methods consisted of document
analysis, surveys, and interviews with key informants.
This study was important because the development of practical, effective models
of parental involvement holds promise for improving teaching and learning. The
School-Home Partnership Model, created for the school by the school's administrators,
was based primarily on Reaching Out to Families (Blendinger & Jones, 2003) and
Epstein's ( 1995) descriptions of overlapping spheres of influence. The assumptions of
the model were: ( 1) mutual respect and trust among the home, school, and community
enables the collaboration which leads to school and student improvement; (2) combined
resources of the home, school, and community complement each other and increase the
opportunities for school and student success; and (3) school staff have primary
responsibility for setting the tone for positive, on-going connections with the home and
community.
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The study investigated the impact of the School-Home Partnership Model on the
students, parents, and teachers in relation to student scores on the Georgia CriterionReferenced Tests (Georgia Department of Education, 1999), student grades on report
cards, student daily attendance at school, student behavior referrals to the school office
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parent and staff participation in school events and meetings, and student, parent, and
teacher perceptions of the school. Chapter V presents the (a) summary of the findings, (b)
implications, and (c) recommendations.

Summary of the Findings
The Georgia Criterion-Referenced Competency Tests (CRCT) were used to
measure student achievement in relation to the required Georgia Curriculum (Georgia
Department of Education, 1999). The reading and math scores for students who
experienced the School-Home Partnership Model for two years (fifth graders in 20032004) were examined for changes in achievement. Overall results were mixed.
Increases in reading and math achievement were present. An increase in reading
achievement was found for the total class (both risk groups) during the first year the
students experienced the School-Home Partnership Model. Math achievement for the
total class increased during the second year. There was also an increase in reading
achievement for the non "at-risk" students during the first year.
Decreases in achievement in reading and math were evident. For non "at-risk"
students, reading achievement decreased during the second year. When the class was
considered as a whole (both risk groups), math achievement decreased during the first

92

year. The '"at-risk" group and the non "at-risk" group also decreased in math achievement
during the first year.
Students' achievement in four key academic areas was analyzed using report card
grades for a class of students for two years. End of year grades (2002-2003 and 20032004) in reading, English, spelling, and math indicated some changes in achievement.
Changes in the means of yearly grades for the class as a whole, the non "at-risk" group,
and the "at-risk" group primarily revealed changes of less than two points. Two
instances were found in which the means changed by more than two points. For the "atrisk" students, the spelling mean increased from 84.13 to 86.40 ( an increase of 2.27
points) and in math from 80.17 to 84.03 (a gain of 3.86 points). Students' achievement in
the four key academic areas was also analyzed using report card grades for a second class
of students for one year. Semester grades (2003-2004) in reading, English, spelling, and
math were virtually unchanged except for a change in means in reading for the "at-risk"
students from 84.26 to 87 .55, an increase of 3.30 points from the first semester to the
second semester. Overall, report card grades remained virtually the same for the total
classes and the two non-risk groups except for the three instances cited above regarding
improvement in grades of "at-risk" students.
For two years of attendance records, attendance improved as noted by a decrease
in the number of days absent from school. The number of days absent for the total class
(both risk groups) decreased from 4.80 to 4.55, a decrease of 0.25 days. The non "atrisk" group decreased from 4.52 to 4.29, a decrease of0.23. The "at-risk" students
improved the most by a change from 5.62 to 5.32, a decrease of 0.30 days.
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For two years of discipline referrals to the school office, referrals to the school
office for '"at-risk" students increased from 0.27 to 1.26, an increase of 0.99 referrals.
Referrals for the non "'at-risk" students and the total class changed negligibly. For the
second class of students whose discipline referrals were analyzed for one year by
semesters, on! y minor changes were evident.
Due to the difficulty of maintaining accurate records of teacher and parent
participation in school events, no complete records were available. However, there was
evidence of many ongoing and varied events at the school. Parents, students, teachers,
and community members attended these events. Examples included: activities during the
day and evening for the school Book Fair, Open House at the beginning of each school
year. Parent Orientation scheduled during the first few weeks of school, Parent
Appreciation Luncheons, Parent Teacher Organization (PTO) meetings which often
included student performances, evening programs and meals with parents of primarily
'"at-risk" students through activities of the after school program, Jeopardy games based
on school curriculum, school council meetings, and staff/parent/student volleyball and
basketball games.
Non "at-risk" students and "at-risk" students showed clear evidence of similar
perceptions toward school. Survey results indicated that the majority of both groups of
students believed their parents usually helped them with homework, felt welcome in the
school, came to school meetings and events, and knew what they were studying at
school. They believed that student agendas were helpful in getting their schoolwork

94

completed, teachers sent home their work for their parents to see, teachers sent home
notes to their parents, their parents volunteered at the school, and teachers sent invitations
for events to their parents. The responses from each group concerning whether teachers
called their parents were inconclusive. Both groups indicated that teachers did not send
email messages to their parents.
Positive perceptions toward the school were evident by the parents of non "atrisk" students. These parents felt they received adequate information about their child's
progress in school, had confidence that they could easily reach the teachers, received
positive and negative news about their children, understood school expectations, and felt
there was an attitude of respect and genuine interest about concerns. They also reported
they felt welcome in school, had input into decisions at the school, and acknowledged
that the community supports the school, and their children could learn more if teachers
gave them more ideas. In responses to open-ended items on surveys from the parents of
non "at-risk'' students, school agendas were often mentioned as very helpful as a
communication tool. Also, the feelings of personal regard shown by teachers for them
and their children were acknowledged.
Parents of "at-risk" students also expressed many positive perceptions toward the
school that were very similar to parents of non "at-risk" students. Responses did,
however, indicate that more than thirty-five percent of parents did not regularly attend
PTO meetings or volunteer in the school. In written comments from the parents of "atrisk" students, appreciation was expressed for individual attention and allowances for
individual needs of students.
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Through interviews and surveys, teachers expressed commitment to students and
their families. Examples include: regularly providing information to parents about
children's progress in school, relaying both positive and negative information to parents,
communicating expectations to parents, responding promptly to parent notes and phone
calls, and making parents feel valued and welcomed at school. Teachers felt the
community supported the school and that this support was needed in order to have a good
school. It was evident that teachers believed they regularly communicated to parents
about topics of study in their classes. They felt effective in helping parents know how to
help students complete assignments and make good grades. According to the teachers,
school meetings were interesting and helpful, the school had an active and effective
Parent Teacher Organization (PTO), and parents regularly attended PTO. Teachers also
felt that people from the community came to help students learn important information.
The number of parent/teacher conferences is a concern. Only sixty-nine percent of
teachers indicated that they had conducted at least one conference with all of their
homeroom students.
Parents, students, and teachers expressed strong, favorable perceptions of the
school. Student attendance in school improved, while the number of discipline referrals
to the school office increased for "at-risk" students. Quantitative data based on CriterionReferenced Competency Tests (CRCT) showed limited changes. Report card grades
showed improvement in grades for "at-risk" students in reading, math, and spelling.
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Implications
Findings from the investigation of the School-Home Partnership Model at Metter
Intermediate School suggested seven implications:
1. Parents of both non "at-risk" and "at-risk" students overwhelming believed
that they could better assist their children learn if teachers provided more
ideas. This should be a priority of the school. Epstein (1995) supported this
idea by emphasizing the importance of providing assistance to parents in
order to help children in school.
2. Establishing home-school connections are difficult but the study's findings
indicated that this connection was strong at the school. Teachers, non "atrisk" students, "at-risk" students, parents of non "at-risk" students, and
parents of "at-risk" students overwhelmingly indicated positive perceptions
toward the school. These positive perceptions can provide the basis for
greater family involvement and success for children as Swap (1993) proposed.
3. While achievement levels of the students as a whole did not drop remarkably,
achievement levels did not consistently improve. Identifying students'
strengths and weaknesses and selecting appropriate curriculum materials
should be a priority.
4. The school has made a concerted, school wide effort to make communication
ongoing with parents. Communication was accomplished through student
agendas, phone calls, notes and letters, school newsletters, parent/teacher
conferences, and school meetings. On a much more limited basis, email and a
web-based report card program were utilized. Blendinger & Jones (2003)
believed that every contact with the home provided an opportunity to establish
and maintain positive communication with the home. It appeared from the
results of this study that communication was positive and on-going.
5. A warm, inviting, family-like atmosphere has been established that offers
many opportunities for parents, students, and community members to
participate in school events. Swap ( 1993) emphasized the important of this
involvement at the school as important for the success of children.
6.

Although the perceptions of the school for parents of "at-risk" students and
their parents were positive, the number of behavior referrals to the school
office increased for "at-risk" students.
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7. Parents of "at-risk" students report a higher rate of parent conferences that
parents of non "at-risk" parent. The school should ensure that conferences
take place with all parents.

Recommendations
The perceptions of teachers, students, and parents at the school were positive and
reflected an atmosphere of mutual respect and trust between the home and school. It was
also obvious that the community supported the school. If these positive relationships are
built upon, they may have impact on children's achievement and behavior.
The follo~ing recommendations are based on the findings and implications from
the study.
1. Teachers need to support parents in children's learning by providing specific
guidance to parents about what they can do to help their children at home. In order for
some parents to be able to help their children with learning at home, some of them will
need to acquire skills and knowledge themselves. Some will just need specific
directions about what activities they need to do at home with their children. Teachers
should work with key parent leaders through the PTO or school council to develop a plan
for providing targeted help to parents that will enable them to help their children succeed
at higher levels. The school's monthly newsletter could be expanded to include more
suggestions to parents on how to help their children at home. By providing more specific
help to parents, higher student achievement can be realized.
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2. On-going efforts should be made to maintain and extend the positive
atmosphere of the school. This involves staying in close contact with all constituents
through such activities as formal meetings at the school, informal interactions among
teachers, students, parents, and community members, conferencing with parents, and
collecting information through surveys. In order to provide an on-going positive tone at
the school, experienced teachers at the school will need to provide guidance to new
teachers. Interactions among parents and personnel at the school should continue to be
based on positive relationships, collaboration, and reciprocity. The goal should be for
the school's strategies and practices to meet the needs of all parents and all children. In
order for this to be a reality, teachers need strong leadership from school administrators
and a commitment of resources to family involvement.
3. Ongoing assessments - both formative and summative - should be utilized to
guide instruction. Appropriate curriculum materials should be used based on the needs of
the children.
4. On-going communication with parents should be a priority. Student agendas
should continue to be used as a communication tool between the home and school. The
use of agendas can be expanded and used as a means for including more ideas to parents
about how they can give specific help to their children. Brief comments and feedback
about the progress of home activities can be included. Possibly, agendas with "pockets"
can be purchased so that flash cards can be sent between home and school. Attention
should be given to developing the use of technology by parents. For example,
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informational sessions should be provided for parents on how to use email programs and
use the web-based grade program. This would increase communication between the
home and the school and make children's grades available to parents at their
convenience.
5. The establishment of a warm, inviting, family-like atmosphere has been
established. This provides the foundation for establishing opportunities that will enhance
the school's efforts. For example, creation of a parent room with learning materials that
can be checked out would likely be helpful. Efforts need to be made to increase parent
volunteers. A beginning step would be to keep parents informed about help that is
needed at the school. Assistance from parents can be provided in multiple ways such as
making materials, reading to a class or individuals, and organizing learning materials. It
also would be helpful to compile a list for the teachers' use of topics and demonstrations
that parents could provide to enhance student learning.
6. The school should identify ways to reduce the number of behavioral referrals

to the school office for Hat-risk" students. Strategies should be identified and developed
in cooperation with parents. Teachers and parents may need information and training in
discipline management and diversity.
7.

The school staff should review their schedule and procedures for

parent/teacher conferences. Even though parents of both risk groups overwhelmingly
indicate they feel informed about their children's progress in school, there was indication
that the parents of non Hat-risk" students may be slighted in the number of formal
parent/teacher conferences.
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Children need help from their parents to succeed in school and life. Strong
connections between the school and home can provide support to parents and children.
This study showed that parents, students, and teachers have favorable perceptions of
Metter Intermediate School. The school facilitated numerous connections between the
school and the home. Positive relationships that have been established can provide the
basis for increased support to families in relation to their children's academic success.
Parental involvement is recognized and promoted as very important for the education of
students. The engagement of parents continues to be a challenge. Perhaps further
understanding could be realized by conducting studies similar to this study. It would
likely be helpful to study the implementation of school-home partnership models with
various types of school populations and settings. Special attention should be given to
parents who are non-participants in the school. This would likely increase the
understanding of the needs of families.
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TEACHER SURVEY
Please complete the following survey that will help us better understand your perspective
about Metter Intermediate School. Your input and suggestions are very important for the
improvement of our school. You do not need to include your name. Please place your
completed survey in the addressed, postage-paid envelope and mail it. The results will be
compiled and shared with you at a later date.
Please indicate your response for each item by circling one of four choices: strongly
agree, agree, disagree, or strongly disagree.
1. I provide information about my students' progress so that parents know how their
children are performing in school.
Strongly agree

agree

disagree

strongly disagree

2. I have had at least one face-to-face conference with all parents of my homeroom
students this school year.
Strongly agree

agree

disagree

strongly disagree

3. I effectively communicate both positive and negative news about students to their
parents.
Strongly agree

agree

disagree

strongly disagree

4. I treat concerns about students with respect and genuine interest in developing
solutions.
Strongly agree

agree

disagree

strongly disagree

5. I communicate student expectations to the parents of my students.
Strongly agree

agree

disagree

strongly disagree

6. The community supports Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree
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7. I respond prompt! y to parent notes and phone calls.
Strongly agree

agree

disagree

strongly disagree

8. Parents should be involved in students' education.
Strongly agree

agree

disagree

strongly disagree

9. The meetings at our school (for example, Open House, Parent Orientation, PTO,
MIS School Council) are interesting and helpful.
Strongly agree

agree

disagree

strongly disagree

10. I make parents feel valued and welcomed at our school.
Strongly agree

agree

disagree

strongly disagree

11. I regularly communicate to parents about what is being taught in my classes.
Strongly agree

agree

disagree

strong! y disagree

12. I am effective in helping parents know how to help students complete
assignments and make good grades.
Strongly agree

agree

disagree

strongly disagree

13. Community involvement is important for a good school.
Strongly agree

agree

disagree

strong! y disagree

14. Our school has an active and effective parent organization (PTO).
Strongly agree

agree

disagree

strongly disagree

15. People from our community (for example, police officers, nurses, firemen, etc)
come to the school to help students learn important information.
Strongly agree

agree

disagree

strongly disagree

16. I have input into decisions about parent and community involvement at our
school.
Strongly agree

agree

disagree

strongly disagree
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17. The parents of my students regularly attend PTO meetings.
Strongly agree

agree

disagree

strongly disagree

18. I request information from parents on their children's talents, interests, or needs.
Strongly agree

agree

disagree

strong} y disagree

Please complete the following short answer responses:
The two most effective things that I do to keep parents informed about their child's
progress in school are:

Please give comments about how we could improve parent and/or community
involvement at Metter Intermediate School:
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To: MIS Teachers
From: Janice D. Waters
Date: April 1, 2004
As a part of my graduate work at Mississippi State University, I am conducting a
research study of our school. In this letter I am requesting your help with my study. I am
also providing you with information about my study as required by Mississippi State
University Institutional Review Board For the Protection of Human Subjects in Research.
I would like for you to complete a brief survey about MIS. If you give your permission, I
will give you a short survey to complete. I would anticipate that the survey would take
less than fifteen minutes to complete. I will include a stamped, addressed envelope so
that you can return it. You will not need to include your name on the survey.
The title of my study is "Impact of a School-Home Partnership Model at a Small Rural,
Elementary School in Georgia." The School-Home Partnership Model was created by
the administration of MIS for the purpose of increasing involvement of families in their
children's education. The model was designed to improve academic achievement and
behavior. I want to know if the partnership model increased parent involvement,
improved students' academic success, or promoted appropriate behavior. Your
participation will help by giving your ideas about family involvement.
The research will be conducted by surveying MIS students and their parents and teachers
at Metter Intermediate School. Also, teachers will be interviewed. I will review parent
participation records, report card grades, attendance records, and discipline records.
All information will be kept confidential. No personally identifiable information will be
used. However, I am required to tell you that these records will be held by a state entity
and therefore are subject to disclosure if required by law.
If you have any questions about this research project, please feel free to contact me at
912-685-6851. For additional information regarding your rights as a research subject,
please feel free to contact the Mississippi State University Regulatory Compliance Office
at 662-325-3294.
Please understand that your participation is voluntary. Your refusal to participate will
involve no penalty to you. If you are willing to participate by completing the survey,
please sign one copy of this form and return it to my school mailbox. Please keep the
other copy of this form for your records.
Participant
Signature _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ Date_ _ _ _ _ _ _ _ _ __
Investigator
Signature_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ Date_ _ _ _ _ _ _ _ _ __
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STUDENT SURVEY
Please complete the following survey that will help us better understand your ideas
about Metter Intermediate School. Your ideas are very important and will help us to
improve our school. You do not need to put your name on this survey.
Please indicate your response for each item by circling one of four choices: strongly
agree, agree, disagree, or strongly disagree.
1. My parent/s usually help me with my homework.
Strongly agree

agree

disagree

strongly disagree

2. I use my agenda to help me get my schoolwork completed.
Strongly agree

agree

disagree

strongly disagree

disagree

strongly disagree

3. My parents feel welcome at my school.
Strongly agree

agree

4. My parent/s volunteer to do things in my school or classroom.
Strongly agree

agree

disagree

strongly disagree

5. My parents come to school meetings and events.
Strongly agree

agree

disagree

strongly disagree

6. My teachers send home my work for my parents to see.
Strongly agree

agree

disagree

strongly disagree

disagree

strongly disagree

7. My teachers send notes home to my parent/s.
Strongly agree

agree
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8. My teachers call my parent/s.
Strongly agree

agree

disagree

strongly disagree

9. My teachers send email messages to my parent/s.
Strongly agree

agree

disagree

strong! y disagree

I 0. My teachers send invitations to my parent/s for school programs, class
celebrations, and other special events.
Strongly agree

agree

disagree

strongly disagree

11. My parent/s know what I'm studying at school.
Strongly agree

agree

disagree

strongly disagree

12. PeQple from our community (for example nurses, firemen, police officers) come
to my school to help me learn important information.

Strongly agree

agree

disagree

strongly disagree

Thank you for responding to the 12 items. Now please complete the following short
answer response:
What would make Metter Intermediate School a better school?
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STUDENT SURVEY
Please complete the following survey that will help us better understand your ideas about
Metter Intermediate School. Your ideas are very important and will help us to improve
our school. You do not need to put your name on this survey.
Please indicate your response for each item by circling one of four choices: strongly
agree, agree, disagree, or strongly disagree.
1. My parent/s usually help me with my homework.
Strongly agree

agree

disagree

strongly disagree

2. I use my agenda to help me get my schoolwork completed.
Strongly agree

agree

disagree

strongly disagree

disagree

strongly disagree

3. My parents feel welcome at my school.
Strongly agree

agree

4. My parent/s volunteer to do things in my school or classroom.
Strongly agree

agree

disagree

strongly disagree

5. My parents come to school meetings and events.
Strongly agree

agree

disagree

strongly disagree

6. My teachers send home my work for my parents to see.
Strongly agree

disagree

strong Iy disagree

agree

disagree

strong! y disagree

agree

disagree

strongly disagree

agree

7. My teachers send notes home to my parent/s.
Strongly agree

8. My teachers call my parent/s.
Strongly agree
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9. My teachers send email messages to my parent/s.
Strongly agree

agree

disagree

strongly disagree

10. My teachers send invitations to my parent/s for school programs, class
celebrations, and other special events.
Strongly agree

agree

disagree

strongly disagree

11. My parent/s know what I'm studying at school.
Strongly agree

agree

disagree

strongly disagree

12. People from our community (for example nurses, firemen, police officers) come
to my school to help me learn important information.
Strongly agree

agree

disagree

strongly disagree

Thank you for responding to the 12 items. Now please complete the following short
answer response:

What would make Metter Intermediate School a better school?
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To: MIS Parents
From: Janice D. Waters
Date: April 1, 2004
As a part of my graduate work at Mississippi State University, I am conducting a
research study about family involvement in children's education at Metter Intermediate
School. I am requesting your help with my study. I would like for you and your child to
complete a brief survey about MIS. This will be a one-time survey and your child will be
made aware of the same information I am providing to you:

1. participation is fully voluntary
2. you can withdraw at any time
3. you may refuse to answer any question
4. responses will be kept confidential and remain anonymous.
If you give your permission, I will mail to you at the address you indicate below a short
survey for you to complete. I would anticipate that the survey would take less than fifteen
minutes to c_omplete. I will include a stamped, addressed envelope so that you can return
it to me. You will not need to include your name on the survey. If you give your
permission for your child to complete a survey, I will give him/her an opportunity to do
this at school. The student survey will take less than fifteen minutes to complete. Your
child will not include his/her name on the survey.
The title of my study is "Impact of a School-Home Partnership Model at a Small Rural,
Elementary School in Georgia". The model was created by the administration of MIS for
the purpose of increasing involvement of families in their children's education. The
model was designed to improve academic achievement and behavior. I want to know if
the partnership model increased parent involvement, improved students' academic
success, or promoted appropriate behavior. The participation of you and your child will
help by giving yours and your child's ideas about our school.
The research wi 11 be conducted by surveying students and their parents. Teachers at
Metter Intermediate School will complete surveys and interviews. I will review parent
participation records, report card grades, attendance records, and discipline records.
All infom1ation will be kept confidential. No personally identifiable information will be
used. However, I am required to tell you that these records will be held by a state entity
and therefore are subject to disclosure if required by law.

If you have any questions about this research project, please feel free to contact me at
912-685-6851. For additional information regarding your rights as a research subject,
please feel free to contact the Mississippi State University Regulatory Compliance Office
at 662-325-3294.
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Your refusal to participate will involve no penalty to you or your child. If you are willing
for you and your child to participate by completing the surveys, please sign one copy of
this fonn and let your child return the signed form to school. Please keep the other copy
of this form for your records.
Child's
Name- - - - - - - - - - - - - - - - - - - - - - - - - - - - - - Parent's
Signature________________ Date_ _ _ _ _ _ _ _ _ _ __
Please mail my survey to this address:

Investigator's Signature:
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To: MIS Student
From: Janice D. Waters
Date: April 1, 2004
Your parent knows we are going to ask you to participate in this survey. We want to
know about students' attitudes and experiences about family involvement in our school.
It wi II take about fifteen minutes of your time to complete the survey. Your name will
not be written anywhere on the survey. No one will know these answers come from you
personally.
If you don't want to participate, you can stop at any time. There will be no bad feelings
if you don't want to do this. You can ask questions if you do not understand any part of
the survey.
Do you understand? Is this OK?
Name (Please print) _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Signature: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Date: - - - - - - - - - - - - - - - - - - - - - - - - - - Investigator's Signature: _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Date _ _ _ __
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PARENT SURVEY
Please complete the following survey. Your responses will help us better understand your
perspective (text shifted on this copy to show that "about" appeared at beginning of line")
about Metter Intermediate School. Your input and suggestions are very important.
Please place the completed survey in the addressed, postage-paid envelope and mail it. If
you prefer, you can return the survey to your child's teacher. You do not need to include
your name. Responses will be compiled and shared with you at a later date.
Please indicate your response for each item by circling one of four choices: strongly
agree, agree, disagree, or strongly disagree.
1. I am provided enough information about my child's progress so that I know how
he/she is performing in school.
Strongly agree
2.

disagree

strongly disagree

I have had at least one face-to-face conference with my child's homeroom
teacher this school year.
Strongly agree

3.

agree

agree

disagree

strongly disagree

I am confident that I can easily contact my child's homeroom teacher if a
problem arises.
Strongly agree

agree

disagree

strongly disagree

4. My child's teacher sends home student work for me to review on a regular basis.
Strongly agree

agree

disagree

strongly disagree

5. My child's teachers effectively communicate both positive and negative news
about my child.
Strongly agree

agree

disagree

strongly disagree

6. My concerns about my child are treated with respect and genuine interest in
developing solutions.
Strongly agree

agree

disagree

strongly disagree
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7. I know what is expected of me by MIS in order to help my child experience
success.
Strongly agree

agree

disagree

strongly disagree

8. Community members come to our school to help students learn important
information.
Strongly agree

agree

disagree

strongly disagree

9. I am knowledgeable about programs and activities at Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree

10. The meetings I have attended at Metter Intermediate School this year (for
example: Open House, Parent Orientation, PTO, School Council) have been
interesting and helpful.
Strongly agree

agree

disagree

strongly disagree

11. My child's teacher knows and appreciates my child's unique abilities and
interests.
Strongly agree

agree

disagree

strongly disagree

12. I feel welcome at Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree

13. My child's agenda provides helpful information about what is studied in school.
Strongly agree

agree

disagree

strongly disagree

14. My child's teacher/s regularly communicates with me about what is being taught.
Strongly agree

agree

disagree

strongly disagree

15. I feel that I can help my child complete assignments and make good grades.
Strongly agree

agree

disagree

strongly disagree
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16. I have input into decisions that are made at the school.

Strongly agree

agree

disagree

strongly disagree

l 7. The community supports Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree

18. I regularly attend Parent Teacher Organization (PTO) meetings and other
special events at the school.
Strongly agree
agree
disagree
strongly disagree
19.

I volunteer to help in my child's classroom or the school in general.
Strongly agree

agree

disagree

strongly disagree

20. I could better assist my child learn if teachers gave me more ideas.
Strongly agree

agree

disagree

strongly disagree

Thank you for responding to the 20 items. Now please complete the following short
answer responses:
The most helpful things that my child's teacher/s do to help my child in school are:

How could Metter Intermediate School better serve you and your child?
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PARENT SURVEY
Please complete the following survey. Your responses will help us better understand your
perspective about (text on actual survey had the word "about" at end of first line of text)
Metter Intermediate School. Your input and suggestions are very important. Please
place the completed survey in the addressed, postage-paid envelope and mail it. If you
prefer, you can return the survey to your child's teacher. You do not need to include your
name. Responses will be compiled and shared with you at a later date.
Please indicate your response for each item by circling one of four choices: strongly
agree, agree, disagree, or strongly disagree.
1. I am provided enough information about my child's progress so that I know how
he/she is performing in school.
Strongly agree
2.

disagree

strongly disagree

I have had at least one face-to-face conference with my child's homeroom
teacher this school year.
Strongly agree

3.

agree

agree

disagree

strongly disagree

I am confident that I can easily contact my child's homeroom teacher if a
problem arises.
Strongly agree

agree

disagree

strongly disagree

4. My child's teacher sends home student work for me to review on a regular basis.
Strongly agree

agree

disagree

strongly disagree

5. My child's teachers effectively communicate both positive and negative news
about my child.
Strongly agree

agree

disagree

strongly disagree
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6. My concerns about my child are treated with respect and genuine interest in
developing solutions.
Strongly agree

agree

disagree

strongly disagree

7. I know what is expected of me by MIS in order to help my child experience
success.
Strongly agree

agree

disagree

strongly disagree

8. Community members come to our school to help students learn important
information.
Strongly agree

agree

disagree

strongly disagree

9. I am knowledgeable about programs and activities at Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree

10. The meetings I have attended at Metter Intermediate School this year (for
example: Open House, Parent Orientation, PTO, School Council) have been
interesting and helpful.
Strongly agree

agree

disagree

strongly disagree

11. My child's teacher knows and appreciates my child's unique abilities and
interests.
Strongly agree

agree

disagree

strongly disagree

12. I feel welcome at Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree

13. My child's agenda provides helpful information about what is studied in school.
Strongly agree

agree

disagree

strongly disagree

14. My child's teacher/s regularly communicates with me about what is being taught.
Strongly agree

agree

disagree

strongly disagree
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15. I feel that I can help my child complete assignments and make good grades.
Strongly agree

agree

disagree

strongly disagree

16. I have input into decisions that are made at the school.
Strongly agree

agree

disagree

strongly disagree

17. The community supports Metter Intermediate School.
Strongly agree

agree

disagree

strongly disagree

18. I regularly attend Parent Teacher Organization (PTO) meetings and other special
events at the school.
Strongly agree
agree
disagree
strongly disagree
19.

I volunteer to help in my child's classroom or the school in general.
Strongly agree

agree

disagree

strongly disagree

20. I could better assist my child learn if teachers gave me more ideas.
Strongly agree

agree

disagree

strongly disagree

Thank you for responding to the 20 items. Now please complete the following short
answer responses:
The most helpful things that my child's teacher/s do to help my child in school are:

How could Metter Intermediate School better serve you and your child?
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To: MIS Teachers
From: Janice D. Waters
Date: April 1, 2004
As a part of my graduate work at Mississippi State University, I am conducting a
research study of our school. In this letter I am requesting your help with my study. I am
also providing you with information about my study as required by Mississippi State
University Institutional Review Board for the Protection of Human Subjects in Research.
The title of my study is ''Impact of a School-Home Partnership Model at a Small Rural,
Elementary School in Georgia". The model was created by the administration of MIS for
the purpose of increasing involvement of families in their children's education. The
model was designed to improve academic achievement and behavior. I want to know if
the model increased parent involvement, improved student's academic success, or
promoted appropriate behavior. Your participation will help by giving your ideas about
family involvement.
I would like for you to participate in an individual interview with me. If you give your
consent, I will arrange a date and time convenient for us to meet. The interview will take
about thirty minutes. I plan to audiotape your responses to ensure that the information is
accurately interpreted. A set of questions has been developed to which you will be asked
to respond, such as "What are the best ways to keep parents informed about their child's
progress in school?" I understand that you reserve the right to refuse to answer any
question and to withdraw from the study at any time.
All information will be kept confidential. No identifiable responses will be used in the
study. However, I am required to tell you that these records will be held by a state entity
and therefore are subject to disclosure if required by law.
If you have any questions about this research project, please feel free to contact me at
912-685-6851. For additional information regarding your rights as a research subject,
please feel free to contact the Mississippi State University Regulatory Compliance Office
at 662-325-3294. Please understand that your participation is voluntary. Your refusal to
participate will involve no penalty to you. If you are willing to participate in the
interview, please sign one copy of this fom1 and return it to my school mailbox. Please
keep the other copy of this form for your records.
Participant's Signature_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ Date_ _ _ _ __
Investigator's Signature_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ Date_ _ _ _ __
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Interview Questions for Teachers
1. How are parents involved at our school?
2. What are the best ways to keep parents informed about their child's progress in
school?
3.

In what ways do you communicate with parents? Which ways are the most
effective?

4. What strategies do you use to get to know your students and their parents?
5. Do you ever invite parents to come to school? If yes, tell some of the reasons you
have invited them. What were the results?
6. What is the role of the teacher in home-school communication?
7. How could our school increase parent participation in children's education?
What differences, if any, are there between involving parents of at-risk students
(special education or Early Intervention Program students) and non at-risk
students?
8. Do you give any specific help to parents in order for them to assist their child
with academics? If so, please explain.
9. What are the advantages/disadvantages of our school agendas? How can we use
them more effectively?
10. Is there anything else you would like to say about our school? What can we do to
improve home-school communication, student behavior, and academic success?

